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Abstract
Teacher evaluations have a substantial impact on student achievement. Students rely on their
teachers to provide them with the necessary knowledge and skills to succeed in today’s everchanging world. Teachers are required to meet the needs of every student and perform to the best
of their ability. Administrators support and evaluate teachers to help them make important
decisions about their instructional practices. The purpose of the current study explored teacher
and administrator perceptions of teacher evaluation ratings and its impact on classroom instruction.
The current study utilized the principle of personal mastery as it assessed the impact teacher
evaluations have on teacher practices during classroom instruction. A qualitative research design
was used to collect and analyze survey data from Georgia teachers and school-level administrators.
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Chapter I: Introduction
The education system has used classroom observations to measure teacher’s instruction
and delivery for many years. Over time, the process has endured many changes. Many states
and school districts now use a multiple observation system, which allows administrators to assess
teachers on various standards or teaching practices throughout the school year. Cohen and
Goldhaber (2016) acknowledged that classroom observations were used almost universally to
assess teachers. The current study will examine the perceptions of administrators regarding the
impact teacher evaluation have on teachers’ classroom instruction. The reliability of how
administrators rate teachers during classroom observations varies on average across various
standards and teaching practices (Casabianca, Lockwood, & McCaffrey, 2015). Weisberg,
Sexton, Mulhern, and Keeling (2009) presented evidence that indicated teacher observations
were not always accurate, systems failed to provide information about teacher instructional
performances, and classroom effectiveness was assumed the same for each teacher. Doherty and
Jacobs (2013) reported that each year about 95% of teachers in the United States were evaluated
by administrators or supervisors during classroom observations and were rated effective
instructors based on their performance. Weisberg et al. (2009) suggested that it is important to
identify and recognize effective and ineffective teachers during classroom observations.
McGreal (1988) advocated that the quality and quantity of the evaluator’s experience and the
level of trust between the evaluator and teacher are the main factors for effectiveness in
evaluations. All stakeholders in a school are affected when classroom observations are not
completed with consistency and accuracy. Instructional effectiveness of teachers within the
classroom has been evaluated yearly (Doherty & Jacobs, 2013). An essential part in establishing
effective classroom instructional practices among teachers is the administrators’ evaluations of
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teachers. “With regard to teacher evaluation systems, it is crucial that teachers—the largest
stakeholder group—as well as their evaluators buy into their new evaluation systems in order for
them to be successful” (Reddy, Dudek, Perers, Alperin, Kettler, & Kurz, 2018, p. 49). The
current study will also examine how teachers perceive the impact of evaluations ratings on
classroom instruction. Teachers use the ratings from administrators to gauge their effectiveness
during instruction. However, teachers stated evaluators showed “little knowledge of teaching
practices and did not follow universally accepted” procedures (Collins, 2004, p. 46). According
to McGreal (1988), success of an evaluation system “can be attributed more to the knowledge,
skills, and attitudes of the evaluators than the system itself” (p. 3).
Background of the Problem
Teacher evaluations are used by administrators, school districts, and policy makers to
determine teacher effectiveness. The impact of teacher evaluation ratings goes beyond the
administrators and teachers; these ratings have an undisputable impact on classroom instruction
and student achievement. Teacher evaluations have undergone numerous transformations since
the early 1980s and are still being revamped today. Most of the recent transformations began
when No Child Left Behind (NCLB) Act was passed in 2001. However, before NCLB was
passed, the United States’ Secretary of Education, T. H. Bell, in order to determine the quality of
education in the United States, founded the National Commission on Excellence in Education in
1981 (National Commission on Excellence in Education, 1983). The Commission was given a
minimum of 18 months to complete the report and share its findings with the Secretary of State
and the Nation. The report provided a grim overview of the United States educational
infrastructure. The Commission reported:
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The educational foundations of our society are presently being eroded by a rising tide of
mediocrity that threatens our very future as a Nation and a people. What was
unimaginable a generation ago has begun to occur-- others are matching and surpassing
our educational attainments. If an unfriendly foreign power had attempted to impose on
America the mediocre educational performance that exists today, we might well have
viewed it as an act of war. (National Commission on Excellence in Education, 1983, p.
7).
The Commission based the report on decreasing student achievement from standardized tests,
inconsistency among high school students to use higher order thinking skills to complete tasks,
declining adult literacy rates, and an increase in remedial courses at the college level (National
Commission on Excellence in Education, 1983). Recommendations of the Commission for
teaching included tying salaries to an effective evaluation system that included peer reviews to
ensure teachers were either rewarded, encouraged, improved, or terminated based on their
performance in the classroom.
Statement of the Problem
A problem exists in Georgia among schools, administrators, educators, and students.
That problem, specifically, is teacher evaluations do not have a positive correlation to instruction
within the classroom and student achievement. According to Klein, “By identifying what
methods work well in a classroom, we have the potential to improve outcomes for many more of
our students” (Bill & Melinda Gates Foundation, 2010b, p. 3). Currently, teacher evaluation
scores are consistently increasing in Georgia; however, student achievement scores are not
consistently increasing across the state. This problem impacts most educators and students in
Georgia because student achievement scores are lower than the national average. The current
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study will contribute to the body of knowledge needed to address this problem by investigating
how administrators and teachers perceive the impact teacher evaluations have on instruction.
Purpose of the Study
The purpose of the qualitative study is to describe and compare the perceptions of
administrators and teachers regarding the impact teacher evaluations have on classroom
instruction. The current study will test the theory of personal mastery that relates the
administrators’ and teachers’ perception of how teacher evaluations transfer to classroom
instruction.
Research Questions
This study will include research questions about teacher and administrator perception of
the impact teacher evaluations have on classroom instruction. A qualitative research design will
be conducted to guide the study using the following research questions:
1. What are the perceptions among K-12 school-level administrators regarding the
impact teacher evaluations have on instruction?
2. What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Theoretical Framework
The current study will utilize the theory of personal mastery to describe and compare
perceptions of administrators and teachers regarding the impact teacher effectiveness rating has
on classroom instruction. The theory of personal mastery is a set of specific principles and
practices that enables a person to learn, create a personal vision, and view the world objectively
(Evans, Thornton, & Usinger, 2012).
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Methodology Overview
The current study utilized a qualitative research design to describe and compare
administrator and teacher perception of teacher evaluation ratings regarding the impact on
classroom instruction. A purposive sample of K-12 public school school-level administrators
and teachers in Georgia was utilized for the current study. School-level administrators who have
utilized the Georgia Teacher Keys Effectiveness System (TKES) to evaluate teachers and current
teachers who were evaluated by administrators through TKES met the criteria to be included in
the current study. Participants were recruited through email. Respondents to the recruitment
email were emailed a link to complete the informed consent, which included the demographic
questionnaire. The sample participants voluntarily responded to a demographic questionnaire to
determine their eligibility to participate in the study. Eligible participants were emailed a link to
schedule a time to conduct the interview. Virtual interviews were conducted with a facilitator at
the mutually agreed upon time. No information gathered identified the participant directly or
through identifiers linked to their responses.
Limitations and Delimitations
The limitations and delimitations of the current study were identified in the following
sections.
Limitations
The following were limitations of the study:
•

The study was limited to the truthfulness and honesty of the participants.

•

The study was limited by the administrators understanding and usage of the TKES
process in evaluating teachers.

•

The study was limited by a small sample of administrators and teachers.
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•

The current study was limited by the teachers' understanding of the TKES process
and how their evaluation is affected by their teaching process.

Delimitations
The following were delimitations of the study:
•

The study was limited to the perceptions of teachers and administrators from three
rural west-central Georgia school districts.

•

The study included administrators and teachers in grades K – 12.

•

The study included public schools in the State of Georgia.

•

The study is limited to the perceptions of school-level administrators and teachers
from a sample during the first two months of school.

Definition of Terms
•

Administrators – The principals, assistant principals, and or supervisors responsible
for completing the evaluations of teachers.

•

Classroom observation – A classroom visit conducted to contribute to the teacher
evaluation process (Danielson & McGreal, 2000).

•

Evaluators – Principals, assistant principals, and or others assigned to observe and
rate classroom teachers based on lessons and instruction using a rubric of effective
teaching.

•

Feedback – Written or verbal information regarding teaching performance to improve
the effectiveness of teaching and promote professional growth (Fenney, 2007).

•

Teacher effectiveness – the measurement of student performance based on formative
and/or summative assessments that result from practices and strategies the teacher
utilizes in the classroom (Stigler & Hiebert, 1999).
6

•

Teacher evaluation – The process of assessing teacher performance to determine
effectiveness and contribute to the professional growth of teachers (Marzano,
Frontier, & Livingston, 2011).

•

Teacher Observation –observations of a classrooms used to legitimately evaluate
teacher effectiveness (Bill & Melinda Gates Foundation, 2010b).

Significance of the Study
The current study may be significant for all educators across the nation including
teachers, administrators, school boards, and colleges of education and universities as they seek to
prepare teachers to teach in school. Both teachers and administrators need to understand the
importance of accurate, honest, and timely evaluation as it relates to classroom instruction. The
impact teacher evaluation has on student achievement is a major component in raising student
achievement in all schools in the United States and worldwide. Teachers must be knowledgeable
of how to use their evaluation scores to improve their instruction. Equally important,
administrators must be able to accurately rate teachers during classroom observations.
Summary
This chapter presented an introduction to teacher evaluation and the importance of
classroom observations. The problem statement, purpose of the student, research questions, and
theoretical framework were presented. An overview of the methodology, delimitations,
limitations, and key terms were presented in this chapter. The current study will explore
administrator and teacher perceptions regarding the impact teacher evaluations have on
instruction.
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Chapter II: Review of Literature
An essential part in establishing effective classroom instructional practices among
teachers is the administrators’ evaluations of teachers. McGreal (1988) proposed that throughout
the entire educational spectrum, nothing has a greater impact on improving educational practices
and student advancement than an effective teacher evaluation program. Myford and Wolfe
(2004) found that evaluator bias happened sometimes during teacher evaluations. According to
Weisberg et al. (2009), the Widget Effect occurred because there was an error with principals
providing accurate and reliable data when conducting teachers’ evaluation. When principals
assumed teachers were in the same grade level or content area were providing the same level of
instruction to students despite the teachers’ actual performance (Weisberg et al., 2009). This
practice became known as the Widget Effect. According to Conner, “Erroneous classroom
observations can lead to distrust in the evaluation process and a loss of faith in the accuracy of
results” (2017, p. 82). Effective evalation is most beneficial when the teacher and administrators
come together to discuss the evaluation and next steps (McGreal, 1988). Jones and Bergin
(2019) conducted a study in a Missouri school district which aimed to show how principals who
used the Network for Educators Effectiveness (NEE), evaluation system rated teachers during
the evaluation process. The purpose of the study was to determine if ratings for teachers were
inflated by evaluators.
To review the literature, a range of searches with the ERIC, EBSCO, ProQuest, and
Google Scholar databases were conducted. Using the terms administrators, principals, teachers,
evaluations, teacher effectiveness, and classroom instruction generated over 2,600 articles in
which 218 studies were relevant to this problem. Another key term in the literature was teacher
perception, principal perception, and teacher evaluation. Over 4,420 dissertations were found in
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the ProQuest Global Dissertation in the ProQuest database. Of those dissertations, 25
dissertations were identified for an in-depth review.
Theoretical Framework
The current study will utilize the theory of personal mastery to describe and compare
perceptions of administrators and teachers regarding the impact teacher effectiveness ratings
have on classroom instruction. The theory of personal mastery allows administrators to help
teachers see their full potential as educators. Personal mastery is one of five disciplines Senge
(1990) argues is necessary for a learning organization. A learning organization encourages and
facilitates learning at all levels, so that it may transform and adapt in an ever-changing and
dynamic world. Administrators who utilize feedback to assist teachers in their growth are
applying the components of personal mastery. Personal mastery focuses on continuous
improvement by moving past a person’s knowledge base, understanding, and talents (Senge,
1990). Personal mastery is grounded in utilizing one’s capabilities and skills to improve their
craft and produce greater results. Personal mastery provides a more value-based and intrinsic
impact on an individual. Thus, teachers who utilize the feedback from evaluations to improve
their competence and skills may have a greater impact on student achievement. As part of the
teacher evaluation system in Georgia, teachers meet with administrators to discuss their
observations (Teacher Keys Effectiveness System, 2019). After these conferences, teachers
should take time to reflect upon their practices and how they can improve those practices to
positively impact student learning. Senge (1990) found that if there is no time to reflect then it
does not matter if you have protocols for reflection. Personal mastery supports reflection of
one’s goals and vision for success (Senge, 1990).
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Historical Overview
Policies and Legislation
The United States’ educational system seemed to be on the decline and was missing the
mark on global markets. T. H. Bell, the Secretary of Education in 1981, founded the National
Commission on Excellence in Education to look at the quality of education in America. The
Commission was charged with the task to report back to the Secretary of State and the Nation
within 18 months of its first meeting due to the public perception that things were not consistent
within our public educational system (National Commission on Excellence in Education, 1983).
The Commission’s report painted a grave picture of the United States educational system. The
commission members indicated “our society and its educational institutions seem to have lost
sight of the basic purposes of schooling, and of the high expectations and disciplined effort
needed to attain them” (National Commission on Excellence in Education, 1983, p. 7). The
Commission was responsible for suggesting solutions to these national issues as well as
identifying impacting factors of the problem. The Commission addressed all stakeholders of the
Nation providing recommendation for changing the plight of the educational system.
The NCLB Act of 2001 was passed by Congress in 2001 and signed into law by President
George W. Bush in 2002. This law was an update to the Elementary and Secondary Education
Act (ESEA) of 1965, which sought to combat poverty in America. The regulations and
accountability of the NCLB Act pushed for higher student achievement for all students through
standardized testing and rated schools based on their students’ proficiency levels. NCLB
required teachers to be “highly qualified.” Due to the guidelines of highly qualified, many
teachers found themselves labeled as “not highly qualified.” However, states could create their
own characteristics of a “highly qualified” teacher. Regular education and special education
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teachers had to be “highly qualified” in all content areas they taught (Birman et al., 2007). With
considerably low student achievement, high numbers of teachers who were “not highly
qualified,” more reform was inevitable.
Waivers were given from the federal government to give states more flexibility to meet
the demands of NCLB and raise student achievement. New initiatives formed to include
incentives for schools and educators to raise student achievement. One initiative that made a
huge mark on education and how teachers are evaluated was the Bill and Melinda Gates
Foundation’s Measures of Effective Teaching (MET) project. The MET project was developed
to create, improve, and examine multiple measures of teacher effectiveness (Bill & Melinda
Gates Foundation, 2010a). “A teacher’s effectiveness has more impact on student learning than
any other factor controlled by school systems, including class size, school size, and the quality of
after-school programs – or even which school a student is attending” (Bill & Melinda Gates
Foundation, 2010b, p. 1).
Teacher evaluations became more important as President Obama signed the American
Recovery and Reinvestment Act (ARRA) of 2009. The ARRA provided funding for two new
reforms that emerged to help improve our schools, Race to the Top (RTTT) and School
Improvement Grants (SIG) (U.S. Department of Education, 2016). Race to the Top placed a
greater focus on teacher and leader effectiveness based on performance to earn the RTTT funds
for teachers and leaders (U.S. Department of Education, 2016).
In December 2015, Every Student Succeeds Act (ESSA) was signed into law by
President Obama, lessening some of the requirements to include students’ growth performance
measures in teacher evaluations. This law did not remove student growth measures; however,
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the percentages student growth measures count in the teacher’s overall evaluation score. ESSA
restrictions lessened (Sawchuk, 2016).
Evolution of Georgia’s evaluation system and instrument
Georgia’s teacher evaluation system has undergone several reforms in the last 20 years.
Teacher evaluations in the early 1990s were conducted by administrators utilizing the Georgia`
Teacher Evaluation Program (GTEP) (Georgia Department of Education, 1993). The Georgia
Teacher Evaluation Program was created to align Georgia’s evaluation system with the Quality
Basic Education (QBE) Act (Georgia Department of Education, 1993). One component of the
QBE Act required annual performance evaluations by trained evaluators for all personnel
employed by local school districts. The GTEP included two evaluation instruments by which the
certified professional personnel were evaluated: (1) the Georgia Teacher Observation Instrument
(GTOI) and (2) the Georgia Teacher Duties and responsibilities Instrument (GTDRI) (Georgia
Department of Education, 1993). Each certified professional personnel who was evaluated
using the GTEP received a copy of the GTEP Evaluation Manual, which included eight basic
steps. Figure 1 illustrates the Georgia Teacher Evaluation Process.
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Figure 1
Georgia Teacher Evaluation Process

Note. (Georgia Department of Education, 1993) outlined the instruments and procedures for the
GTEP.
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Step 1 – Orientation. All teaching personnel were required to participate in an
orientation session that included an overview of the GTEP procedures, an explanation of the
observation instruments (GTOI and GTDRI) which clarified the terminology of the instruments,
and information about the supplementary GTEP orientation materials, which was available in the
school for teachers to access at their convenience (Georgia Department of Education, 1993).
Step 2 – Pre-evaluation Conference. A pre-evaluation conference was not a required
step in the process; however, the evaluator or the teachers could request a pre-evaluation
conference to clarify any concerns or questions about the GTEP process, provide any
information about students or classes, share any information that may have influenced the
teacher’s evaluations, or review the previous year’s Professional Development Plan (Georgia
Department of Education, 1993).
Step 3 – Observations. Teachers were required to be informed of the evaluation process
and guidelines the evaluator would use for the teachers’ evaluations. There were two major
processes which were used to evaluate teachers, the standard evaluation process, and the
formative evaluation process.
Step 4 – GTOI: Scoring and written comments and GTDRI: Notification and
documentation: The first part of step 4 occurred after evaluations were completed,
administrators used the Confidential GTOI Observation Record: Standard Form to provide
teachers with scores to evaluate their teaching performance for each of the three teaching tasks.
The second part of step 4 included the Notification and Documentation of items in the GTDRI.
Teachers would receive a score of satisfactory on the annual evaluation summary of the GTDRI
unless the teacher had received prior writing notification, prior written documentation of each
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incident showing unsatisfactory performance, and a prior conference concerning the
unsatisfactory performance. (Georgia Department of Education, 1993)
Step 5 – Post-Observation Conference/Notification Conference. Teachers
participated in a post-observation conference with the administrator to discuss the GTOI
observation results. The conference was required if the administrator or the teacher made a
request to discuss the observation. (Georgia Department of Education, 1993)
Step 6 – Annual Evaluation Summary Report. The teachers received an overall
evaluation summary for the school year annually. The Evaluation summary includes the scores
on GTOI and GTDRI forms. (Georgia Department of Education, 1993)
Step 7 – Annual Evaluation Conference. The purpose of the Annual Evaluation
Conference was to provide an opportunity for the administrator to communicate the overall
evaluation results with the teacher for the school year, to review any areas of strengths and needs
for improvement, and for the teacher and the primary evaluator to sign, date, and receive a copy
of the Annual Evaluation Summary Report. (Georgia Department of Education, 1993)
Step 8 – Professional Development Plan. The Professional Development Plan (PDP)
was designed to benefit all teachers in continuing staff development. Teachers whose Overall
Evaluation Summary was Unsatisfactory were given a PDP. The PDP would be required as part
of the upcoming year’s annual evaluation if the teacher were offered a contract to return.
In a study conducted by Ford-Brocato, administrators and teachers commented that the
GTEP had a positive impact on providing feedback to teachers regarding instruction and focused
on effective teaching strategies (Ford-Brocato, 2004). Waite (1997) shared that a teacher felt
that no matter how well planned a lesson was, the GTOI only allowed that one chance for the
teacher to show their teaching ability. Myricks (2009) found that administrators need more than
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just the one observation to properly assess the effectiveness of teachers. Administrators shared
that they would make brief pop-in visits to get a better picture of the teachers’ abilities to deliver
information to students (Myricks, 2009).
In an effort to reform Georgia’s evaluation system towards a more comprehensive view
of teacher practices in standards-based classrooms, the Georgia Department of Education
developed the CLassroom Analysis of State Standards (CLASS Keys) (Georgia Department of
Education, 2011). This new evaluation system used the Georgia Performance Standards (GPS)
as a guideline to improve student achievement. The CLASS Keys was divided into five strands:
Curriculum and Planning, Standards-Based Instruction, Assessment of Student Learning,
Professionalism, and Student Achievement (Georgia Department of Education, 2011). The five
strands were divided into 11 standards and those standards were divided into 28 elements. The
performance standards and elements outlined evidence and artifacts in a rubric to identify and
categorize the teachers’ performance. The CLASS Keys incorporated the Georgia Teacher
Duties and Responsibilities (GTDR) as well as ongoing feedback.
The CLASS Keys rubric displayed the strands, standards, and elements for each for the
five strands. Each element within the rubric contained a continuum of improvement, evidence,
data sources, element descriptors, and research rationale. The continuum of improvement
utilized four levels of performance: Not evident, Emerging, Proficient, and Exemplary. These
performance levels provided the teachers and administrators with characteristics to achieve a
specific level of performance. The evidence section of the rubric provided examples of the
expectations for the rubric outlining what action the administrator should observe. Artifacts and
conference topics were suggested in the data sources section to support the actions of the teacher
during the observation.
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The CLASS Keys process was comprised of three components. The first component of
the process was the Pre-Evaluation Phase. The Pre-Evaluation Phase consisted of three parts.
The first part included a self-assessment and reflection to allow teachers to self-assess and reflect
on their performance of the elements prior to any evaluations taking place. Next, a Professional
Growth Plan (PGP) was included to help teachers set goals for improvement. Finally, a PreEvaluation Conference allowed for teachers and administrators to review and discuss the
teachers’ PGP, set student learning goals, and clear up any questions or concerns about the
expectations and evaluation process.
The next component of the CLASS Keys process is the Evidence Collection Phase.
During the Evidence Collection Phase, the evaluator collected evidence of the teacher’s
performance of the standards through three methods. The evaluator conducted two 5-to-15minute, unannounced informal classroom observations to measure some of the elements
(Georgia Department of Education, 2011). Another method for evidence collection was a 30 to
60 minute, announced classroom observation conducted by the evaluator to assess all possible
elements (Georgia Department of Education, 2011). The final method for evidence collection
was from a variety of sources. Evaluators gathered evidence from teacher’s participation in
conferences, planning and professional learning sessions, meetings, and looking at student work
as well as teacher work (Georgia Department of Education, 2011). All evidence would be used
during the final phase of the CLASS Keys process.
The last phase of the CLASS Keys process is the Annual Evaluation Phase. During this
phase, the evaluator reviews all the evidence collected during the school year to rate the teacher’s
performance on the standards. Teachers would need a score of at least the Emerging level on all
strands of the rubric. The Georgia Teacher Duties and Responsibilities are also a component of
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the Annual Evaluation Phase. SATISFACTORY level was required for the performances on the
GTDR evaluation. A teacher must score SATISFACTORY for both strands and the GTDR to
receive a SATISFACTORY on the Overall Evaluation.
The Georgia Department of Education piloted the CLASS Keys with teachers and
administrators throughout the state during the 2008-2009 school year. These teachers and
administrators provided feedback that was used to modify the CLASS Keys processes and
expectations. The following school year, the teachers and administrators from the pilot entered
full implementation under the modified CLASS Keys processes and expectations. Over the next
few years, more modifications were made to the CLASS Keys evaluations. These modifications
lead to the development of what is now known as the Teacher Keys Effectiveness System. From
January through May 2012, Georgia piloted the Teacher Keys Evaluation System (Georgia
Department of Education, 2011).
The Teacher Keys Effectiveness System (TKES) was developed as a common evaluation
system to build teacher effectiveness and ensure uniformity and comparability throughout the
state of Georgia. The new evaluation system, like CLASS Keys, had three components as well.
However, the TKES components would contribute to an overall Teacher Effectiveness Measure
(TEM) score: Teacher Assessment on Performance Standards (TAPS), Student Growth and
Academic achievement, and Surveys of Instructional Practice (student perception surveys)
(Georgia Department of Education, 2012). Figure 2 displays the components of the Teacher
Keys Evaluation System.
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Figure 2
Components of Teacher Keys Effectiveness System

Note. Retrieved from the Georgia Department of Education (2012)
One component of the TKES evaluation system was the Teacher Assessment on
Performance Standards (TAPS) provided evaluators with a “qualitative, rubric-based evaluation
method” to utilize during teacher observations to measure the teachers’ performance based on
the performance standards (Georgia Department of Education, 2012). TAPS provided structure
through its prescriptive guiding practices as well as flexibility to teachers to utilize their
creativity personal approaches and dispositions to deliver instruction to the students. A major
goal of TKES was to support each teachers’ growth and development through meaningful
feedback gathered by monitoring, analyzing, and incorporating data collected during the
observations (Georgia Department of Education, 2013). Figure 3 illustrates the relationship
between the essential parts of the tiered approach of TAPS. The TAPS were comprised of five
domains, ten standards, and multiple performance indicators to measure and rate teachers’
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performance through the performance appraisal rubric. The five domains which described the
teacher’s duties and responsibilities were Planning, Instructional Delivery, Assessment of and for
Learning, Learning Environment, and Professionalism and Communication. Under each of the
domain, two performance standards outlined the major duties of teachers and served as the basis
for the evaluation. Figure 4 shows the five domains with each correlated standard.
Figure 3
Relationship between Essential Parts of the Teacher Assessment on Performance Standards
(TAPS)

Note. Retrieved from the Georgia Department of Education (2012).
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Figure 4
Domains and Performance Standards

Note. Retrieved from the Georgia Department of Education (2012).
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The performance indicators presented evaluators with examples of observable types of
performances teachers may demonstrate to meet the standard successfully. The perforan
example of a set of teacher performance indicators using Standard 1 (Professional Knowledge).
Teachers’ performance ratings were made at the performance standard level provided on the
performance rubric, not at the performance indicator. The performance rubric supplied
evaluators and teachers a scale for how to assess the teacher’s performance expectations at
varying levels. Each level of the rubric’s progression moved from the highest to lowest levels of
performance. The performance levels were Exemplary, Proficient, Needs Development, and
Ineffective. The expected level of performance was Proficient, which was the actual
performance standard (Georgia Department of Education, 2012). Teachers who received an
Exemplary rating must demonstrate the requirements for the Proficient level and beyond it.
Figure 6 shows the appraisal rubric for Standard 1 (Professional Knowledge).
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Figure 5
Performance Standards

Note. Retrieved from the Georgia Department of Education (2012).
Figure 6
Performance Appraisal Rubric for Standard 1

Note. Retrieved from the Georgia Department of Education (2012).
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The TAPS process consisted of eight steps which began at the beginning of the school
year and concluded near the end of the school year. Figure 7 shows the flow of the TAPS
process. Teachers and evaluators participated in an orientation session to ensure both parties had
a clear understanding of the expectations. This provided administrators an opportunity to stress
the importance of TKES and give teachers an opportunity to ask questions about the process and
gain clarity. The Georgia Department of Education (GaDOE) provided useful resources, i.e.,
TAPS Orientation PowerPoint Presentations, TAPS Orientation video, Electronic TKES
Handbook, etc., on its website for teachers and administrators to review and use during the
process (Georgia Department of Education, 2012). Following the orientation session, teachers
were given an opportunity become more familiar with how they will be evaluated. GaDOE
strongly encouraged administrators to engage teachers in different activities to assist the teachers
in learning more about TAPS. More useful resources were available for both teacher and
administrators on the GaDOE website. After the familiarization, teachers were required to
complete a self-assessment to reflect on their own areas of strength and growth based on each
performance standard. The information from the self-assessment form would be used to help
teachers develop a plan for their professional growth. The next step in the process for teacher
and administrators was to document the performance of the teacher through two required data
sources – observation and documentation. Observations would be announced or unannounced
and at least 30 minutes long. In addition to the observations, a minimum of four 10-minute
walkthroughs or brief observations would be conducted for each teacher. Following the
observations and/or walkthroughs, the administrator would provide teachers with observation
feedback using the GADOE TLE Electronic Platform, a platform used for the collection and
management of data for the TAPS process (Georgia Department of Education, 2012). A pre24

evaluation conference, mid-year conference and summative evaluation conference with the
evaluator is also conducted for all teachers evaluated by TKES. Documentation for observation
of standards was another required data source for TAPS. Teachers used this documentation
process to provide evaluators with evidence of a standard that was not observed during the
observation. Submission of requested documentation was the responsibility of the teacher to be
submitted in a timely manner. The performance ratings were equally as important as the
observation and documentation. The evaluators were required to provide performance ratings
when observing teachers evaluated using TKES. The performance ratings of the ten
performance standards were listed as part of the performance appraisal rubric. These ratings are
used for formative and summative assessments with teachers. Figure 8 shows an example of
summative ratings.
Figure 7
Teacher Assessment on Performance Standards Process Flow

Note. Retrieved from the Georgia Department of Education (2012)
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Figure 8
Example of Summative Ratings

Note. Retrieved from the Georgia Department of Education (2012)
The summative ratings are then converted into a quantitative value to be calculated as a
percentage of the overall Teacher Effectiveness Measure (TEM) score. Teachers were provided
feedback on their summative assessment during the summative evaluation conference which
must be completed by May 15, 2013 (Georgia Department of Education, 2012).
Another component of the TKES evaluation system was the Student Growth and
Academic Achievement which consisted of Student Growth Percentile (SGP) and an
achievement gap measure. SGPs described how a student’s growth correlated to his/her
academic peers (Georgia Department of Education, 2012). Students enrolled in tested subjects
received an SGP, which ranged from 1 to 99. Higher percentile rank correlated to higher
academic growth. Students enrolled in non-tested subjects were administered Districtdetermined Student Learning Objectives (SLOs), achievement growth measures identified by the
district (Georgia Department of Education, 2012). SLOs were designed to improve student
achievement at the classroom level as well as provide evidence of each teacher’s instructional
influence on student learning.
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The final component of the TKES evaluation system was student surveys of instructional
practice. Student surveys were used to gather data from individual students about their
perceptions of their teacher’s performance. The surveys measured the teacher’s effectiveness for
four of the TAPS standards: Standard 3 – Instructional Strategies, Standard 4 – Differentiated
Instruction, Standard 7 – Positive Learning Environment, and Standard 8 – Academically
Challenging Environment (Georgia Department of Education, 2012). The surveys were designed
to reflect the developmental levels of students at the following grade band levels: 3-5, 6-8, and 912. The surveys were completed anonymously by students. Survey results were compiled in the
GaDOE TLE Electronic Platform (Georgia Department of Education, 2012)
Georgia Department of Education formed a partnership with 26 school systems around
the state to implement its Race to the Top (RTTT) plan. These districts represented 40% of
public school students in Georgia from varying socio-economic backgrounds, ethnic groups, and
achievement levels and were referred to as Cohort I (Georgia Department of Education, 2013).
During 2012-2013, the first full year of implementation of TKES, RTTT teachers were evaluated
using the full TKES evaluation cycle and during the 2013-2014 school year, teachers in Cohort I
districts were evaluated using the full TKES evaluation cycle. The full TKES evaluation cycle
required a minimum of four walkthroughs, two formative observations, two Formative
Assessments, a Summative Assessment, and a Summative Conference. Full statewide
implementation of TKES took place for the 2014-2015 school year for all teachers of record,
grades Pre-K through 12, who are full-time or part-time.
Over the years with different legislations passed, TKES has undergone more
modifications to arrive at its current state. In 2016, Governor Nathan Deal signed into law
Georgia Senate Bill 364. This law transformed the TKES evaluation system. Several key
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aspects were changed. For instance, TAPS observations would consist of only two observations
and a summative assessment for teachers with three or more years’ experience and ratings of
proficient or exemplary. New teachers and other Georgia Professional Standards Commission
(GaPSC) specified categories of teacher would still receive the full formative assessment process
(Georgia Department of Education, 2016). Additionally, the law decreased the percentage that
student growth would count for the TKES evaluation from 50% to 30% and reduced the number
of state assessments students must take. Due to the elimination of assessments in Social Studies
and Science in some grades, “Tested Grades and Courses” was changed to “SGPS Grades and
Courses” since SGPs could not be awarded due to lack of prior data. Furthermore, SB 364
eliminated the Student Surveys component and added Professional Growth as a new component
which would make up for the other 20% of the overall TEMS score (Georgia Department of
Education, 2016). Another change enacted by SB 364 was the requirement that students must be
enrolled in a course at least 90% of the instructional length of the course for the data to be used
in a teacher’s TEM score (Georgia Department of Education, 2016). Governor Brian Kemp
signed into law, Senate Bill 367, which was passed by the legislature in 2020. This law reduced
the number of state-mandated tests students must take, from 32 to 19 tests (Georgia Department
of Education, 2021). This change allowed educators in early grades to concentrate more on
literacy and numeracy providing students a better foundation throughout Georgia schools.
Figure 9 displays the current components TKES.
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Figure 9
Components of Teacher Keys Effectiveness System

Teacher Perception of Teacher Evaluations
Reddy et al. (2018) conducted a study which examined attitudes and beliefs of teachers
and school administrators in regard to teacher evaluation in New Jersey. The study consisted of
583 teachers and 33 administrators from 22 public schools in high-poverty school districts. This
sample was part of a school reform grant. Data was collected from the Teacher Evaluation
Experience Scale (TEES) which generates information about the evaluation from the teacher and
administrator perspective (Reddy, Dudek, Kettler, Kurz, & Peters, 2016). The TEES is a 39item, four section assessment of teacher evaluation experience for teacher and administrators to
measure the system, feedback, process, and motivation for change regarding the evaluation
experience. The participants received a small stipend for their participation. The survey was
distributed to participants online and each item required a response to continue.
Results of the study indicated that the administrators’ experiences with teacher evaluation
were more positive than the teachers’ experiences. The teachers valued collaboration
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communication and constructive, clear, and specific feedback from administrators. The
importance of feedback was a common trend throughout both the teachers and administrators’
responses to drive professional learning and improvement of instructional practices. Analyses of
the administrator data indicated a “positive relationship between TEES scales and years of
teaching or administrative experience” (Reddy et al., 2018, p. 65). A limitation of the study was
the study was conducted during the pilot year for the New Jersey teacher evaluation project.
Another limitation of the study was that the administrators did not participate in the open-ended
questions. Future research should include a design, which includes a way to disaggregate the
roles of the participants within the school from their role within the evaluation system.
Mette, Bret, Anderson, Hvidston, and Nieuwenhuien (2015) conducted a study to
examine how principals of high-functioning elementary schools provide teacher supervision and
evaluation to promote high levels of student achievement. The quantitative research design
utilized an online survey tool. Schools participating in the study were selected based on their
third and fourth grade students performing in the top 10% of all elementary schools in the state
on the state’s communications arts and math standardized assessments. The online survey was
sent to the principals of the eight elementary schools chosen. The principals forwarded the
survey to their teachers. Of the 179 teachers who received the email, 74 teachers responded to
the survey. The survey consisted of ten Likert scaled items, which included questions about
principals’ skills in conducting pre-conference and post-conferences, student assessment, lesson
objectives, remedial instruction, meaningful feedback, teacher reflection, and identification of
improvement. Internal reliability was established by calculating Cronbach’s Alpha coefficient
which was 0.98. The survey was reviewed by four administrators with a combined total of
nearly 60 years of teacher supervisory experience to establish content validity.
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Results of the study conducted by Mette et al. (2015) answered four research questions.
The first research question pertained to teachers’ perceptions about the pre-observation
conferences. The results from the quantitative analyses found that most teachers perceived that
principals discussed student assessment issues with the teachers. However, teachers agreed least
that principals discussed the remediation plans for students who struggled with content. The
results showed that during post-observation conferences principals and teachers were able to
collectively identify teacher strengths; although this may be true, teachers were in least
agreement with being able to collectively, with the principals, identify areas in which teachers
could improve.
Maya and Kacar (2018) conducted a study to determine the views of school principals
and teachers on teacher performance evaluations used for self-improvement and professional
development of teachers. The study utilized a qualitative research design by incorporating a
semi-structured interview method. Eighteen principals and 60 teachers from primary, secondary,
and high school levels participated in the case study. The researchers collected data from the
principals and teachers through a survey model. The principals’ survey, “Interview Form 1”,
contained five open-ended questions and the teachers’ survey, “Interview Form 2”, contained
two open-ended questions. Validity and reliability analysis of the interview forms were
established by consulting lecturers from the Educational Sciences Departments of two
universities for expert opinions. A pilot study was conducted utilizing the interview forms with
15 school principals and 15 teachers in schools located nearby. Face-to face interviews were
conducted with the principals, while teachers were given the form to complete in writing. All
participants were found to answer the questions honestly.
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Results of the study conducted by Maya and Kacar (2018) indicated most teachers
considered teacher performance evaluations positive because the evaluations were reliable and
used an objective evaluation system. Teachers believed the negative sides of the evaluations
were when evaluations were left to institutions managers. It removed objectivity and uncertainty
due to vague and ambiguous criteria. In order to improve the evaluations system and increase
the effectiveness of the evaluations, teachers recommended that criteria for teacher performance
should be clearly outlined. The purpose and benefit of teacher evaluations should be explained
to help teachers improve their personal and professional development.
Junor-Carty (2017) conducted a study to explore teacher and administrator perceptions of
the effectiveness of a teacher evaluation system and its impact on student learning. The study
utilized an explanatory sequential mixed method design model. The researcher conducted the
quantitative research portion first, then after collecting and analyzing the data, conducted the
qualitative portion to explain the findings of the quantitative research. The quantitative data was
collected through an electronically distributed survey. Eighty-one teachers and three
administrators were included in the sample for the quantitative portion of the study. The survey
consisted of six demographic questions and 24 statements of teacher perception of evaluation
activities. The qualitative data was collected through a focus group discussion. Thirty-six
teachers and three administrators were included in the sample for the focus group. “Teachers’
names were stratified by grade level then randomly selected to participate in the focus group”
(Junor-Carty, 2017, p. 48). The researcher used the Pearson Correlation to determine if there
was a significant difference between the variables. “Analysis of Variance (ANOVA) was also
used to determine if the demographic variables made any difference to Teacher Rating of the
Effectiveness of the system” (Junor-Carty, 2017, p. 63).
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According to the quantitative data, results of the study indicated a significant relationship
between the effectiveness of the evaluation system and its effect on student learning. The results
revealed a significant relationship between teacher perception of the evaluation activities and its
impact on student learning. The researcher found there was a significant relationship between
teacher perception of teachers’ professional development and student learning. The analysis of
the data pertaining to teacher perception of student learning did not vary significantly between
teachers. Teacher perception of the overall effectiveness of the system did not exist among
teachers with varying years of teaching experience. According to the qualitative data, teachers
shared that during their lesson planning, feedback from administrators helped them plan their
lessons more effectively. The analysis of teacher demographics and years of experience data
revealed that there was not a significant difference in the teacher’s perception of the evaluation
system and its impact on learning.
Teacher perceptions of the teacher effectiveness evaluations were positive among the
participants. Teachers indicated that a collaborative relationship and reliable, timely feedback
allowed them to use the feedback to impact their students’ learning (Reddy et al, 2018; Maya &
Kacar, 2018; Junor-Caty, 2017). Teachers felt that the evaluations were beneficial when an
objective evaluation system was utilized (Maya & Kacar, 2018; Junor-Caty, 2017). However,
Mette et al (2017) found that there was a gap in the theory and practice of supervision and
evaluation. In some instances, the feedback necessary to make a meaningful impact on student
learning was not always delivered to teachers in a timely or supportive manner (Mette et al.,
2017).
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Table 1
Concept Analysis Chart for the Teacher Perceptions of Teacher Evaluations
Study
Reddy et al.,
(2018)

Purpose
To examine attitudes and beliefs
regarding teacher evaluation of
teachers and their school
administrators in the state of New
Jersey, USA

Participants
616 participants (583 teachers
and 33 school administrators)
from 22 public schools located
within four high-poverty urban
school districts during the spring
of the 2012–2013 school year

Design/Analysis
Qualitative research
design -Descriptive
statistics

Outcomes
Results of the study show that a
collaborative relationship between
the teacher and administrator is
important. Timely feedback was
needed to improve teacher
practices.

Mette et al.,
(2017)

To explore how principals in eight
high-functioning elementary schools
in one American school district
balanced teacher supervision and
evaluation in their role as an
instructional leader.

Eight elementary school
principals

Qualitative research
design utilizing a semistructured,
purposefully broad
interview structure

Results of the study show that
there is a gap in the theory and
practice of supervision and
evaluation.

Maya & Kacar,
(2018)

To determine school principals’ and
teachers’ views on teacher
performance evaluation made for the
self-development of teachers- one of
the most important sources of
education

18 principals and 60 teachers

Qualitative research
design

Results of the study indicated most
teachers considered teacher
performance evaluations positive
because the evaluations were
reliable and used an objective
evaluation system.

Junor-Carty
(2017)

To explore teacher and administrator
perceptions of the effectiveness of a
teacher evaluation system and its
impact on student learning

81 teachers and 3 administrators

Explanatory sequential
mixed method design

Teachers are provided with
thorough training on the evaluation
system and feedback from
administrators helped to improve
student learning.

Pearson Correlation/
ANOVA
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Administrator Perception of Teacher Evaluation
Junor-Carty (2017) conducted a study to explore administrator perceptions of the
effectiveness of a teacher evaluation system and its impact on student learning. According to the
qualitative data, responses from the focus group indicated that teachers and principals believed
that teachers were properly trained to understand the components of the evaluation system and
the system effectively helped them improve their teaching practices. Responses from the focus
group also revealed that the feedback from the administrators helped teachers to understand the
need for different types of professional learning. A recommendation for future research was to
examine the correlation between exemplary rating and student growth.
Derrington and Campbell (2015) conducted a study describing principals’ perceptions
and concerns of implementing new teacher evaluation policies and practices. This qualitative
case study consisted of 14 principals who were in four separate rural and suburban school
districts. There were four high schools, five middle schools, and five elementary schools
included in the study. The principals and schools remained the same for all three years of the
study, except one. The new principal who replaced a retiring principal was hired from outside
the district, but from within the state and was knowledgeable of the new policies. The interviews
were recorded, and transcripts were transcribed verbatim. The principals were interviewed at the
end of the first semester each year by the same researcher using the same interview instrument
for consistency. The researchers each performed their own analysis of the data for later
comparisons of the findings. At the end of each year, principals were to receive district and state
supportive intervention. The researcher used Hall and Hord’s Stages of Concern (SoC)
framework and concerns-based adoption (CBAM) model (Hall & Hord, 2015).
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Results of the study indicated during the first year of implementation that principals spent
most of their time figuring out how to efficiently manage their time to implement the new
evaluation system and to meet the day-to-day demands of the schools. The principals found
during years two and three that the process for implementation was easier because they were
more familiar with the evaluation process. The results showed the intervention support from the
school districts and state were significantly different. Principals shared that “good
communication, logistical help, instructionally focused talk, and impact sensitivity” (Derrington
& Campbell, 2015, p. 321) was received from superintendents. Principals revealed state support
through co-observing teachers was more of another time management concern for principals.
One implication of the study was principals need to know that their supervisors are able to fully
support the principals with time management concerns, provide emotional support, demonstrate
an ability to listen attentively, and ensure that the supervisors were very knowledgeable in policy
procedures (Derrington & Campbell, 2015). Potential contributions to educational practices are
providing support to principals during an implementation and determining what supports will be
most effective for principals.
Kraft and Gilmour (2016) conducted a case study on principals’ perceptions on
evaluations and their experiences in implementing observation and feedback cycles. The
purpose of the study was to understand more about how principals feel about their ability to
promote teacher development as evaluators. Kraft and Gilmour (2016) utilized a semi-structured
interview protocol to implement the qualitative research method of the study. A semi-structured
interview was conducted to ensure that all interviews covered a specific and mutual set of topics
and to reduce bias by the interviewer (Patton, 2001). The principals were randomly selected and
24 principals out of 46 agreed to participate in the study. Each principal was individually
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interviewed by the researchers or research assistant in person, or by phone. After conducting all
interviews, the research team created summaries of each interview based on common themes.
The summaries were used to develop a set of codes that were common among all the principals
interviewed. Each researcher used the codes to analyze the interview transcripts.
Results of the study indicated that principals perceived that the evaluation system allowed
teachers to be more involved in the evaluation process, which would lead to focusing more on
professional growth. Principals expressed that utilizing the evaluation rubric provided a
framework for common language and understanding of evaluations which was helpful during
their feedback conversations with teachers. Several principals perceived that the new evaluation
system would change the culture surrounding evaluations from one of “out to get you” to
focused on the professional growth of the teacher. However, a few principals believed that some
teachers were still uncomfortable with the new evaluation system based on bad prior experiences
with evaluations. An implication of the study was the quality of feedback the teachers received
was greatly dependent upon training of the evaluators and the time invested by the evaluator in
providing quality feedback to teachers.
This review of Pyle’s (2018) study focuses on the teacher and principal perceptions of the
duration of classroom observations and evaluative feedback. Pyle (2018) conducted a study on
the principal and teacher perceptions of the duration of classroom observations and evaluative
feedback on secondary principals and teachers in Missouri. The study used a cross-sectional
survey to gather the responses of the participants. The survey instrument included a scale from
an existing instrument, the Teacher Evaluation Experience Scale (Pyle, 2018). The survey
included a section for demographic and background information. The rest of the survey included
items that were related to duration of classroom observations and the evaluation feedback. The
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survey instrument was distributed by email to principals in Missouri whose email addresses were
obtained from the school directory available on the Missouri Department of Elementary and
Secondary Education (DESE) website. Principal participants were asked to disperse the survey
to the teachers in their building. The demographic and background information portion of the
survey was used to develop groups and subgroups for comparisons and to account for details of
classroom observation practices. Each participant identified themselves as either a teacher or
principal. The researcher conducted a pilot study to establish validity and reliability.
Amendments, based upon validity and reliability measures, were made to the survey before it
was distributed to secondary principals and teachers. Through an exploratory factor analysis of
the survey items and utilizing Cronbach’s alpha, the survey items were deemed valid and
reliable. Next, the survey instrument was distributed to the Missouri secondary principals and
then, to the teachers who were under their supervision.
Results of the study, as it relates to the first research question, indicated there was no
significant differences in the perceptions of secondary principal subgroups for the duration of
classroom observations and evaluative feedback (Pyle, 2018).
Paufler (2018) conducted a study to gain a better understanding of principals’ perceptions
of evaluating teachers based upon instructional practices and student achievement. The study
utilized a single-strand mixed-method design which included an online survey. The researcher
used a third party to design and administer the online survey to principals in the school district.
The survey instrument included 12 closed-ended questions and one open-ended question. The
researcher’s primary role in the study was to analyze the quantitative and qualitative data
collected by the third party. All 273 principals of the largest school district in its state were
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invited to participate in the study. Seventy principals responded to the invitation and completed
the online survey.
Results of the study indicated principals strongly expressed concerns regarding how
morale is negatively impacted by the teacher evaluation system. In addition to the negative
effects on morale, administrators were concerned with their lack of autonomy in evaluating
teachers and making staffing decisions as well as the perceived lack of value as professionals
(Paufler, 2018). The researchers attributed the negative effects of the evaluations system to the
design and or implementation. According to the response to closed-ended survey items about
their future career plans, 40 percent of the principals in the sample do not plan to or are not sure
whether they will continue employment for five or more years with their school district. In
addition, 77 percent would leave if another position elsewhere became available and 61 percent
are currently inquiring about new positions outside of the district. Due to the large number of
participants who reported a desire to leave the district, the results from this sample may not be
generalized to the population because the participants may have been the most perturbed with the
process and district. However, these findings are essential to understanding the principals’
perceptions as participants in the teacher evaluation system. The results illustrate that districts
should strive to understand the perspectives of principals as it relates to the design and
implementation of the evaluation system.
Principals’ perceptions of teacher effectiveness were varied among participants (JunorCarty, 2017; Derrington & Campbell, 2015; Kraft & Gilmour, 2016; Pyle, 2018; Paufler, 2018).
Some principals felt the evaluations system was an effective and useful tool for evaluating
teacher effectiveness and providing feedback (Junor-Carty, 2017; Kraft & Gilmour 2016).
Although providing effective feedback to the teachers was a common concern with many of the
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participants from the studies, many of the principals expressed concerns with the support they
received with the implementation of the evaluation system and delivering effective feedback
(Derrington & Campbell, 2015; Kraft & Gilmour, 2016; Paufler, 2018). Moreover, principals
expressed that the teacher effectiveness evaluation system had a negative impact on morale
(Paufler, 2018).
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Table 2
Concept Analysis Chart for the Administrators Perceptions of Teacher Evaluations
Study
Junor-Carty (2017)

Derrington &
Campbell (2015)
Kraft & Gilmour
(2016)

Pyle (2018)

Paufler (2018)

Purpose
To explore teacher and
administrator perceptions of the
effectiveness of a teacher
evaluation system and its impact
on student learning

Participants
81 teachers and
3 administrators

Design/Analysis
Explanatory sequential
mixed method design

To describe principals’
perceptions and concerns of
implementing new teacher
evaluation policies and practices
To understand more about how
principals, feel about their ability
to promote teacher development
as evaluators

14 principals

Pearson correlation/
ANOVA
Qualitative case study

24 principals

Qualitative research
method utilizing a semistructured interview
protocol

To examine principal and
teacher perceptions of the
duration of classroom
observations and evaluative
feedback
To gain a better understanding of
principals’ perceptions of
evaluating teachers based upon
instructional practices and
student achievement

195 principals
and 498
teachers

Quantitative study
utilizing a crosssectional survey

70 principals

Single-strand mixedmethod design
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Outcomes
Principals felt that the evaluation system was a
useful tool for teacher effectiveness.

Principals need more district level support and
training on the evaluation system, policies, and
procedures. Management and ineffective
implementation were issues expressed by principals.
Provided a common framework to provide feedback.
Limited infrequent feedback given to teachers.
Principals felt they lacked the ability to provide
meaningful feedback to teacher out of content or
grade levels. Limited training on evaluation system
Results of the study indicated there was no
significant differences in the perceptions of
secondary principal subgroups for the duration of
classroom observations and evaluative feedback
Results of the study indicated principals strongly
expressed concerns regarding how morale is
negatively impacted by the teacher evaluation system

Impact of Evaluation on Instruction
This review of Pyle’s (2018) study focuses on the impact of the feedback on instruction
from this study. Pyle (2018) conducted a study on the principal and teacher perceptions of the
duration of classroom observations and evaluative feedback on secondary principals and teachers
in Missouri. The results, from the secondary teachers, answered the second research question
and determined that there was a significant difference found in the teacher perception data.
Teachers experiencing observation durations of less than 15 minutes expressed
significantly lower agreement in perceptions regarding the effects of observation
duration, adequacy of observation duration, characteristics of feedback, and impact of
feedback. The perceptions of teachers experiencing observation durations of less than 15
minutes differed significantly for those experiencing observations of 15-30 minutes and
more than 30 minutes for both survey constructs. (Pyle, 2018, pp. 75-76)
Equally important, the results of the teacher perception data revealed greater agreement for the
effects of the duration of observation than the adequacy of the reported observation duration and
greater agreement for the characteristics of the evaluation feedback than the impact the feedback
had on classroom instruction (Pyle, 2018). A comparison of the principals’ and teachers’
perception was addressed in the third research question. The perceptions among the principals
and teachers concerning the effects of the length of the classroom observations did not show
significant differences (Pyle, 2018). The results also indicated that principals’ and teachers’
perceptions did not show significant differences in the impact and quality of the feedback
received based on the length of the classroom observation (Pyle, 2018). Teacher responses
indicated that teachers perceive the duration of classroom observations affect the validity of
classroom observations and the impact evaluative feedback has on classroom instruction.
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Conner (2017) conducted a study to examine if teacher effectiveness was effectively measured
using Tennessee’s Teacher Effectiveness Measure (TEM). The total population consisted of
6,500 students and 473 fourth and fifth grade teachers from 111 elementary schools. A random
sample of 200 teachers were selected from the population. The study utilized secondary data
gathered from the teachers’ school districts’ data archives (Conner, 2017). According to
Boslaugh (2012), secondary data is data collected to be used for a specific purpose and is later
used for another purpose. The correlational research design used correlational analyses to
identify the extent in which variables connected to each other. This study analyzed four different
data types. The first data type was the Tennessee Value-Added Assessment System (TVAAS)
data, which measures student growth from year to year (Tennessee Value-Added Assessment
System, 2019). The student growth was measured by TVAAS using a scale of 1 – 5: Level 1,
Least Effective and Level 5, Most Effective (Conner, 2017). This scale was used to determine
the impact teachers’ instruction has on their students’ academic achievement.
The next data type were the Tripod student survey data (Tripod Education Partners,
2019). The Tripod student survey data (Tripod Education Partners, 2019) measured the student
perceptions of their teachers’ practices using a scale of 1 (Significantly below expectations) to 5
(Significantly above expectations). The third data type were the teacher observation scores,
which were recorded using the Teacher Effectiveness Measure (TEM) in Memphis City Schools
(Conner, 2017). Observation scores were measured by TEM rubric using a scale of 1
(Significantly below expectations) to 5 (Significantly above expectations). The final data type,
teacher professionalism scores, were analyzed in this study. Teacher professionalism were
“measured based on a rubric that provides teachers an opportunity to reflect on their own
professional development while receiving recognition for supporting their school” (Conner,
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2017, p. 58) using a scale of 1 (Significantly below expectations) to 5 (Significantly above
expectations). The researcher used the Spearman’s rho statistical tests to analyze the strength of
the relationship of select variables in this model with student academic growth.
Results of the study indicated a significant and positive relationship between teacher
observation scores and student academic growth. The researcher found that as the teacher
observation scores increased, student academic growth increased as well. The results from the
student perception survey scores indicated there was a significant and positive correlation with
student academic growth. The analysis revealed that as student perception survey scores
increased, the student academic growth increased as well. The comparison results of teacher
professionalism and student academic growth showed a significant and positive relationship.
Through analysis, the researcher determined that as teacher professionalism increased, student
academic growth increased. The results from the comparison of teacher observation scores and
student perception survey scores revealed a significant and positive relationship. As teacher
observation scores increased, there was an increase in student perception survey scores (Conner,
2017). The researcher shared the implications for legislators, policy makers and school districts
as they continue to design better research-based evaluation models. The right components and
proper training on those components are of the utmost importance for an effective evaluation
system. Ensuring that inter-rater reliability is available to assist administrators in accurately
rating teachers is crucial to effectiveness and validity of the ratings.
Mette et al. (2017) conducted a study to explore how principals balanced their role as an
instructional leader with teacher supervision and evaluation. The focus of the study centered
around two primary understandings: how teacher supervision and evaluation were implemented
to support and guide improvement of teachers, and how support for teachers was differentiated to
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meet the needs of the teachers based on their individual experiences and abilities. The study
utilized a semi-structured, purposefully broad interview structure to implement the qualitative
research design. Semi-structured interviews are organized around a set of prearranged questions
which the interviewer uses; however, the interviewer is provided the opportunity to ask
additional questions that may emerge from the conversation (Whiting, 2008). The interviews
were conducted usually during the school day at the convenience of each principal. With the
permission of the principals, the researcher used a digital voice recorder to record the interview.
This allowed the researcher to remain focused on the conversation of the interview. The
recordings resulted in verbatim transcription for qualitative analyses. The researcher identified
emergent themes during the initial coding process. A second cycle analysis was conducted by
the researcher using the wicked problem theoretical framework (Creswell, 2012). The researcher
also collected and analyzed district documents that were related to supervision and evaluation of
teachers, state teacher standards, and state educator evaluation model. Triangulation of data and
the district documents provided the researchers different views pertaining to teacher supervision
and evaluation.
Results of the study illustrated an intersection between the academic definition of teacher
supervision and evaluation. Teacher supervision and evaluation both lead to supporting and
monitoring instruction, identifying areas for individual improvement, and developing a
collaborative group among faculty members focused on instruction and improvement. These
factors informed principals on when there was a need to provide more direct support to
ineffective or struggling teachers and when to allow the teachers to collectively come together to
find and design their own professional learning opportunities. The principals were able to focus
their attention on the strengths of teachers and better support the weaknesses of teachers, while
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simultaneously building a better school culture and fostering a collaborative work environment
for both teachers and students. The results also demonstrated how principals provided leadership
to teachers through coaching and promoting an idea of teamwork for teacher and student
improvement. Trusting relationships were developed among the teachers and administrators.
Through these relationships, teachers were able to share input and ideas towards school
improvement efforts. Principals also used the teachers’ levels of expertise to craft individualized
professional learning opportunities for struggling or ineffective teachers. This study illustrated
that teacher supervision and evaluation serve as a tool to help administrators support teachers
through coaching as well as monitor instruction to increase improvements among teachers and
students.
The impact of evaluation on instruction varied amongst the principals and teachers.
Teacher valued meaningful feedback from administrators and how it impacted the students’
academic growth (Connor, 2017; Pyle, 2018), while some principals believed that their own lack
of content knowledge impacted their ability to provide teachers with meaningful feedback (Kraft
& Gilmour, 2016; Pyle, 2018). Some teachers expressed that the feedback was timely; however,
without the necessary support from administrators the feedback did not impact the teachers’
instructional practices (Pyle, 2018).
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Table 3
Concept Analysis Chart for the Impact of Evaluation on Instruction
Study

Purpose

Participants

Outcomes

195
principals and 498 teachers

Design/
Analysis
Quantitative study utilizing a
cross-sectional survey

Pyle (2018)

To examine principal and
teacher perceptions of the
duration of classroom
observations and evaluative
feedback

Conner (2017)

To examine if teacher
effectiveness was effectively
measured using Tennessee’s
Teacher Effectiveness
Measure (TEM)

200 teachers

Correlational research design

Results of the study indicated
a significant and positive
relationship between teacher
observation scores and
student academic growth

Mette et al. (2017)

To explore how principals
balanced their role as an
instructional leader with
teacher supervision and
evaluation

Eight elementary school
principals

Qualitative research design
utilizing a semi-structured,
purposefully broad interview
structure

Results of the study
illustrated an intersection
between the academic
definition of teacher
supervision and evaluation
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The results of the teacher
perception data revealed
greater agreement for the
effects of the duration of
observation than the
adequacy of the reported
observation duration and
greater agreement for the
characteristics of the
evaluation feedback than the
impact the feedback had on
classroom instruction

Chapter III: Methodology
The purpose of this case study is to examine the perceptions of teachers and administrators about
the impact teacher evaluations have on classroom instruction. According to Klein, “By
identifying what methods work well in a classroom, we have the potential to improve outcomes
for many more of our students” (Bill & Melinda Gates Foundation, 2010b, p. 3). The case study
used a qualitative research design to examine the perceptions of teachers and
administrators. The researcher sought to understand how teachers and administrators perceive
the impact teacher evaluations have on classroom instruction. Teacher and administrator
experiences with teacher evaluations helped to explain how evaluations influence classroom
instruction. This chapter outlines the research design, population, participants, instrumentation,
role of the researcher, data collection, data analysis, and reporting methods to be used in the
current study.
Research Questions
This case study included research questions about teacher and administrator perception of
the impact teacher evaluations have on classroom instruction. A qualitative research design was
conducted to guide the study using the following research questions:
1. What are the perceptions among K-12 school-level administrators regarding the
impact teacher evaluations have on instruction?
2. What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Research Design
The researcher utilized an instrumental case study as the qualitative research approach for the
present study to delve into the perceptions of teachers and administrators concerning the impact
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that evaluations have on classroom instruction. According to Johnson and Christensen (2017),
an instrumental case study provides for a more general understanding than focusing on the
specifics of a particular case. Using an instrumental case study as the qualitative approach was
ideal for the present study because the researcher wanted to obtain perceptions and shed light on
how much evaluations improve classroom instruction. Baker, Bunch, and Kelsey (2015) and
Stake (1995) also suggested that instrumental case studies are used to gain insight and
understanding.
Setting
The current study took place in three rural west-central Georgia school districts classified
as Title I school districts. Title I school districts have a high percentage of students from lowincome families (Paul, 2016). These schools receive supplemental federal funds to assist the
schools in helping to meet the student’s educational goals (Paul, 2016). According to the
Governor’s Office of Student Achievement (2020), the three rural school districts employ 489
teachers and 56 administrators. The ethnic composition of the teachers was 55% Caucasian,
41% African American, 2% Asian, 1% Hispanic, and 1% Multiracial (K-12 Public schools report
card - Personnel and Fiscal, 2020). The ethnic composition of the administrators was 55%
African American, 43% Caucasian, and 2% Asian (K-12 Public schools report card - Personnel
and Fiscal, 2020). Table 4 displays the frequency and percentage of certification levels for
teachers and administrators.

49

Table 4
Frequency and Percentage of Certification Level by Group
Certification Level
4 Yr. Bachelor’s
5 Yr. Master’s
6 Yr. Specialist’s
7 Yr. Doctoral
Other

N
196
183
94
9
7

Total

489

Teachers

%
40.6
37.4
19.2
1.4
1.4

Administrators
N
%
2
3.6
5
8.9
38
67.9
11
19.6
0
0

100.0

56

100

Table 5 displays the frequency and percentage of years of experience for teachers and
administrators.
Table 5
Frequency and Percentage of Years of Experience by Group
Years of Experience
<1
1 – 10
11 – 20
21 – 30
> 30

N
23
216
139
90
21

Total

489

Teachers

%
4.7
44.2
28.4
18.4
4.3

Administrators
N
%
0
0
3
5.4
17
30.4
28
50.0
8
14.2

100.0

56

100

Participants
This present study will take place in three rural school districts in west-central
Georgia. All teachers and school-level administrators were eligible to participate in the current
study. All three school districts participating in the present study have district-wide Title I
designations. School districts with Title I designations serve students from low-income families
and make up at least 40 percent of the school’s enrollment (Title I Part A, 2018). The
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demographic composition of the teachers and administrators was a representative sample of the
participating districts populations. Teacher participants consisted of male and female K-12
classroom teachers who have been evaluated by an administrator using the Teacher Keys
Effectiveness System (TKES) evaluation process during their classroom
instruction. Administrator participants consisted of male and female K-12 principals and
assistant principals who have evaluated teachers during classroom instruction using the TKES
evaluation process. Participants from all age groups, years of teaching experience, levels of
education, and ethnicities were encouraged to participate in the study. The researcher afforded
participants a voice and attempt to inform district and state level leaders of how teachers and
administrators perceive the impact evaluations have on classroom instruction. By sharing
perceptions of evaluations and the impact on classroom instruction, participants were able to
assist in closing the gap in literature based on lived experiences of both teachers and
administrators.
Sample
The researcher used a purposive sample of teachers and administrators who volunteered
to participate in the study. Each participant completed an Informed Consent form which
included a Demographic Questionnaire (Appendix G). The purposive sampling allowed the
researcher to ensure that teachers and administrators who provided perspectives were active
participants in the teacher evaluation process and would provide unique information based on the
purpose of the study (Etikan, Musa, & Alkassim, 2016; Johnson & Christensen, 2017). In
purposive sampling, the participants are selected because they meet the inclusion criteria to be
included in the study (Acharya, Prakash, Saxena, & Nigam, 2013). The sample population
included only full-time Georgia K-12 teachers who had been evaluated by an administrator using

51

the TKES evaluation process. These teachers were chosen to provide a broad spectrum of
teacher perceptions concerning the impact teacher evaluations have on classroom
instruction. Administrators who had evaluated teachers using the TKES evaluation process will
also be included in the sample.
Instrumentation
A demographic questionnaire and semi-structured interviews were used to gather the
perceptions of teachers and administrators on the impact teacher evaluations have on classroom
instruction. The demographic questionnaire collected demographic information from all
participants (Appendix G). Johnson and Christensen (2017) described a questionnaire as a selfreport data collection instrument completed by research participants. The questionnaire
consisted of nine questions for teachers and ten questions for administrators. Two items
collected participants’ name and the next two items was used to describe participants’ gender and
ethnicity. Five items were used to collect information about teachers’ and administrators’
educational role, certification, years of experience, and number of classroom evaluations. Table
6 presents literature that supports the inclusion of items within the Demographic Questionnaire.
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Table 6
Demographic Questionnaire Item Analysis
Item
Participant’s name
Gender
Race/Ethnicity
Certification
Educators’
role/position
TKES evaluation
process
Pathway to
certification
Years as classroom
teacher
Year of leadership
certification
Years of experience in
current role
Classroom evaluations

Research

Teacher
Questions

Administrator
Questions

1

1

2

2

3

3

Goldhaber & Brewer, 2000

4

4

Ellis & Travis, 2007

5

5

6

6

7

N/A

Klassen & Chiu, 2010

8

7

Klassen & Chiu, 2010

N/A

8

Klassen & Chiu, 2010

N/A

9

Marzano, 2012; Young,
Range, Hvidston, & Mette,
2015

9

10

N/A
Walby & Towers, 2017;
Garcia-Holgado et al., 2019
Burton, Nandi, & Platt,
2010

Open-ended questions were used in the teacher interviews. Patton (1987) and Johnson
and Christensen (2017) found that open-ended questions provide extensive information about the
participants’ beliefs, and feelings about a topic. The researcher utilized the teacher interview
protocol (Appendix I) with teacher participants. The researcher developed fourteen items to ask
teacher participants during the interviews. A panel of experts was convened to vet the questions
for validity and reliability. Following the vetting process, the researcher conducted a pilot study
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with non-participant teachers and administrators. McGrath, Palmgren, and Liljedahl (2019)
suggested conducting at least one test interview to provide the researcher an opportunity to
clarify the questions before conducting the actual interview. Three items were used to ascertain
the teachers’ understanding of teacher evaluations and the impact evaluations have on classroom
instruction. Seven items were used to collect information about teachers’ perceptions on the
impact evaluations have on classroom instruction. Four items addressed information to discover
how teachers think administrators perceive evaluations impact on instruction. According to
Payton (1987), using open-ended questions in the same order for each participant increases
comparability. The questions were asked in the same order to all teacher participants during all
interviews. The consistency in questioning reduced researcher bias on the results of the study
(Johnson & Christensen, 2017; Zhang & Wildemuth, 2009). Table 7 presents literature that
supports the inclusion of items within the Teacher Interview Protocol.
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Table 7
Teacher Interview Protocol Item Analysis
Item
1. Purpose of evaluations
2. Perception of evaluation
process
3. Evaluation’s impact on
classroom instruction

4. Administrators’ content
knowledge
5. Evaluation challenges
6. Evaluation benefits

Research

Question

Research
Question

Marzano, 2012

1

1, 2

2

1, 2

3, 4, 8,
9, 10,
11, 12,
13, 14

1, 2

5

1, 2

6

1, 2

7

1, 2

Young, Range, Hvidston, &
Mette, 2015
Serdiouk, Bopp, & Cherasaro,
2017; Blasé & Blasé, 1999;
Waters, Marzano, & McNulty,
2003
Serdiouk, Bopp, & Cherasaro,
2017; Blasé & Blasé, 1999;
Waters, Marzano, & McNulty,
2003
Young, Range, Hvidston, &
Mette, 2015
Young, Range, Hvidston, &
Mette, 2015

The semi-structured qualitative interviews utilized open-ended questions. Patton (1987)
and Johnson and Christensen (2017) suggested that qualitative interviewing gives the researcher
an opportunity to identify and comprehend the participant’s perception. The researcher
interviewed administrator participants, using the administrator interview protocol (Appendix
J). The researcher utilized fourteen predefined items, developed by the researcher, to interview
the administrators. Three items will be used to determine the administrators’ understanding of
teacher evaluations and the impact evaluations have on classroom instruction. Seven items
collected information about administrators’ perceptions on the impact evaluations have on
classroom instruction. Four items focused on discovering how administrators think teachers
perceive evaluation’s impact on instruction. The questions will be asked in the same order to all

55

interview participants. Table 8 presents literature that supports the inclusion of items within the
Administrator Interview Protocol.
Table 8
Administrator Interview Protocol Item Analysis.
Item
1. Purpose of evaluations
2. Perception of evaluation
process
3. Evaluation’s impact on
classroom instruction

4. Administrators’ content
knowledge
5. Evaluation challenges
6. Evaluation benefits

Research

Question

Research
Question

Marzano, 2012

1

1, 2

Young, Range, Hvidston, &
Mette, 2015

2

1, 2

Serdiouk, Bopp, &
Cherasaro, 2017; Blasé &
Blasé, 1999; Waters,
Marzano, & McNulty, 2003

3, 4, 8, 9,
10, 11, 12,
13, 14

1, 2

5

1, 2

6

1, 2

7

1, 2

Serdiouk, Bopp, &
Cherasaro, 2017; Blasé &
Blasé, 1999; Waters,
Marzano, & McNulty, 2003
Young, Range, Hvidston, &
Mette, 2015
Young, Range, Hvidston, &
Mette, 2015

Methodological Assumptions and Limitations
Assumptions
Vogt and Johnson (2015) stated that an assumption is a statement presumed to be true for
a specific purpose. The participants answered questions honestly and candidly. Assumptions
were made concerning participant proficiency of the evaluation process and how evaluations will
impact classroom instruction. All teachers and administrators who have participated in the
TKES evaluations are eligible to participate in the study.
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Limitations
Limitations of a study are areas outside of the researcher’s locus of control (Roberts,
2010). The study was limited to the perceptions of administrators and teachers from three rural
west-central Georgia school districts and the truthfulness and honesty of the participants. The
study was limited by the participants, and the administrators understanding and usage of the
TKES process in evaluating teachers. The current study was limited by the teachers'
understanding of the TKES process and how their evaluation is affected by their teaching
process. The number of participants who elected to participate in the study at various grade
levels was also a limitation of the study. According to Johnson and Christensen (2017), using a
random sample size will increase the credibility of the study.
Ethical Assurances and Negotiating Access
Researcher’s Role
At the time of the study, the researcher had 19 years of educational experience working
in the same school district. The researcher is an African American female with degrees from
Albany State University in Mathematics, and Educational Administration and Supervision. The
researcher's first seven years in the district was spent teaching high school and middle school
mathematics before assuming her current position as an academic coach. Part of the researcher’s
role as an academic coach in the school is to assist teachers in applying feedback from
evaluations to improve instruction and student achievement. The researcher will utilize prior
knowledge and expertise throughout the study while simultaneously ignoring any personal
experiences about evaluation and instruction to gather authentic participant perceptions (Merriam
& Tisdell, 2016). The importance of eliminating researcher bias will be essential to maintain
trustworthiness of the study (Creswell & Miller, 2000). Because the researcher is currently
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employed with one of the participating school districts, a facilitator was used to conduct the
interviews to help further reduce researcher bias.
Researcher as an Instrument
During the study, the researcher was present for the beginning of each interview to thank
the participant, remind the participant of confidentiality, and to introduce the participant to the
facilitator. The researcher maintained a professional relationship while working with all teachers
and administrators in the researcher’s current school district. The researcher’s decisions and
actions throughout the present study were guided by the principle of maintaining an unbiased
perspective. Johnson and Christensen (2017) referred to this principle as reflexivity.
Data from interviews was coded by the researcher for the purpose of the current
study. Pattern coding was utilized to mark segments of data with descriptive words or category
names (Johnson & Christensen, 2017). Additionally, the researcher identified themes from
teachers’ and administrators’ interview responses. The researcher examined how teachers and
administrators view the impact of teacher evaluations on classroom instruction.
Trustworthiness
Trustworthiness is an element of the qualitative research method that is used to ensure the
principles of validity and reliability, which are found in quantitative research, among the
perspectives of the participants, researcher, and readers (Creswell & Miller, 2000; Sutton &
Austin, 2015). Sutton and Austin (2015) suggested four components to help build confidence in
the study: credibility, transferability, dependability, and confirmability. Lincoln and Guba
(1985) and Merriam and Tisdell (2016) defined reflexivity as a component that increases the
confidence in research studies.
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Credibility. Credibility was established to ensure that the study’s purpose was measured
through the research design, data collection methods, data analysis procedures, and member
checking. Utilizing a case study as the research method allowed the researcher to use the
participants’ detailed descriptions and direct quotes to accurately communicate participant
perspectives (Creswell, 2012; Creswell & Miller, 2000; Denzin & Lincoln, 2011). To further
increase the confidence in the study, the researcher used a semi-structured protocol to conduct
the interviews. The semi-structured protocol ensured that all interviews are conducted in the
same manner (Creswell, 2012; Johnson & Christensen, 2017).
Transferability. Transferability or generalizability is identified by Lincoln and Guba
(1985) as the capability to apply concepts of a study to similar settings or
environments. Transferability measures to what extent the detailed descriptions provided by the
participants allow the findings to be transferred to other schools and districts within comparable
contexts (Johnson & Christensen, 2017; Lincoln & Guba, 1985; Patton M., 2001). Because the
study is an instrumental case study, the transferability will enhance the opportunity for local and
state school leaders to find ways to improve the way teacher evaluations are conducted and how
the evaluation will impact classroom instruction (Johnson & Christensen, 2017).
Dependability. According to Lincoln and Guba (1985) and Merriam and Tisdell (2016),
dependability is the ability to determine if the methodology and results of a study can be
repeated. Replication for the present study is outlined in the detailed descriptions of the
procedures and processes throughout data collection and data analysis in the research
process. Interview recordings helped the researcher establish dependability. Cope (2014)
suggested that trustworthiness can be enhanced by an audit trail. An audit trail consists of the
notes and materials a researcher uses during the research process to document the researcher’s
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decisions and assumptions (Cope, 2014). Other researchers can review the audit trail to draw the
same conclusions.
Confirmability. Confirmability is the researcher’s ability to emphatically demonstrate
that participants’ responses will be presented in the data without any biases or viewpoints of the
researcher (Cope, 2014). Creswell and Miller (2000) suggested researchers practice reflexivity
to report on personal beliefs and biases that may influence their inquiry. To increase the
confirmability of the study, the researcher provided quotes from participants to highlight each
emerging theme (Cope, 2014). According to Merriam and Tisdell (2016) and Creswell and
Miller (2000), reflexivity will be used when the researcher allows the participants to conduct
member checking to ensure that participant responses and perceptions are clearly articulated and
to eliminate researcher bias and perceptions.
Data Collection
A Human Subject’s application was submitted to the Institutional Review Board (IRB) at
Columbus State University for approval before any data was collected. After the IRB
application is approved, an approval email was sent to the researcher (Appendix
A). Superintendents expressed an interest in allowing their districts to participate in the current
study as a means of improving instruction. After receiving the approval letter, the researcher
emailed a request to conduct the study to superintendents of the participating school districts
(Appendix B). The school district provided the researcher with a letter of cooperation (Appendix
C). An email (Appendix D) will be sent to the district’s contact person to disseminate to all
teachers and school-level administrators in the district (Appendix E). Teachers and school-level
administrators at all grade levels had an equal opportunity for selection in the study if they meet
the TKES evaluation requirement. All TKES evaluated teachers were contacted and invited to
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participate in the study via district email addresses. Administrators who have evaluated teachers
were contacted and invited to participate in the study via district email addresses. Participants
who agree to be a part of the study completed an electronic Informed Consent form via Google
Forms, which included a Demographic Questionnaire (Appendix G). Demographic
Questionnaire confirmed that participants meet all criteria for participation and included
information for data analysis and communication of results. The questionnaire also included
preliminary questions that relate to the study. To be included in the study, all teachers and
administrators must complete the demographic questionnaire and participate in an interview.
After evaluating the questionnaire responses, the researcher emailed teachers and
administrators who met the participation requirements to participate in the semi-structured
interviews. Due to the COVID-19 pandemic and social distancing guidelines, interviews were
conducted virtually to maximize levels of comfort and safety. The researcher utilized Google
Meet to record the virtual interviews. Google Meet is a Google application that allows for video
conferencing and hosting video meetings in real-time. Interviews occurred beyond regular
school hours. Teachers and administrators who volunteered, completed the Informed Consent,
and met the participation requirements were given an opportunity to select an interview
appointment time. Included in the email was a link to Google Calendar appointment slots for
participants to select an appointment time that would best fit their schedule from the available
dates. Participants were reminded of the purpose of the study, the right to decline or withdraw
participation at any time, and no gifts, tokens, or rewards will be provided for participating in the
study. In addition to verbal confirmation, the informed consent served as written confirmation
by the participants whose participation is voluntary, and data collection would occur through
audio and video recordings. Participants were reminded that member checking would occur
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once the data from the recordings was transcribed. Member checking is a process, which will
allow teachers to review and approve the accuracy of the interview transcripts of the teachers’
responses and to ensure that the teachers’ perceptions are correctly portrayed (Johnson &
Christensen, 2017). The researcher also reminded all participants that participation is voluntary,
and participation can be withdrawn at any time without any negative effects. As stated in the
informed consent forms (Appendix F), the researcher will keep the identity of all participants, the
school, and the district confidential, as it will not be attached to the data. The researcher used
pseudonyms for all participants in the report. Only the researcher has access to the collected
data, which will be kept in a locked cabinet at the researcher’s home and/or on a hard drive that
is password protected for up to three years after the completion of the present study, at which
time the researcher will shred all paper data and use Secure Erase to clean all electronic files
from the hard drive. At the conclusion of data collection, each participant was thanked and
provided the researcher’s contact information should they have any questions and concerns about
the study.
Interviews
The researcher began the interviews by sharing with participants that the Google Meet
session will be used to capture participant responses. The researcher was present at the
beginning of each interview to thank the participant, remind the participant of confidentiality,
and to introduce the participant to the facilitator. The facilitator used a semi-structured format to
guide the interviews. The semi-structured interviews allowed the facilitator to ask follow-up
questions, when necessary. The facilitator posed questions allowing each participant an
opportunity to share answers to the question. The participants who completed the informed
consent document and met the participation requirements were contacted for an
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interview. Participants received an email detailing the purpose of the current study and outlining
how the interviews will be conducted prior to the session (Appendix E). The email informed
participants that no gifts, tokens, or rewards will be provided, and participation is totally
voluntary. The email also requested participants to choose a time from the Research Interview
Appointment Calendar that best fits their schedule. A Google Meet event was created on the
researcher’s, facilitator’s, and participants’ Google Calendar for each interview time selected.
An email was automatically sent by the Google application to the researcher, facilitator, and
participant to inform each member of the date and time of the Google Meet session. The
Interview Appointments were scheduled for 30 minutes intervals during the times available to
the facilitator’s schedule. The interviews lasted approximately 20-25 minutes, using the
interview protocols (Appendix I; Appendix J). All interviews were conducted outside of
instructional hours. Participants were reminded that member checking would occur once the
data from the recordings are transcribed. Member checking is a process which allows
participants to review and approve the accuracy of the interview transcript (Johnson &
Christensen, 2017). Johnson and Christensen (2017) suggested researchers use member
checking to give the participants an opportunity to review transcripts to authorize use of the
complete analysis. More importantly, Iivari (2018) suggested that member checking increases
the validity and credibility of the research. Each participant will be emailed a copy of his or her
transcribed responses for approval. Participants will have 20 days to submit any modifications
or correction to the transcribed data. If any modifications are necessary, the researcher will
make the modifications to the transcripts per the participants’ request. At the end of the
interviews, the facilitator thanked the participants for volunteering for the study.
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Data Analysis
Interviews were recorded using Google Meet and transcribed using Rev, formerly known
as RevRecorder. Rev is a transcription process used to transcribe audio and/or video. The
researcher checked the transcript for any errors and made any necessary corrections. After the
transcript was verified by the participant through member checking, the researcher used
MAXQDA software to code the transcription data for all interviews. The MAXQDA software
imports data from interviews to code the data using different codes through words or phrases,
colors, or symbols (Creswell, 2012; Gibbs, 2014; Marjaei, Yazdi, & Chandrashekara,
2019). This coding included labeling sections of the data with color codes and words or phrases
to identify specific categories (Linneberg & Korsgaard, 2019; Miles, Huberman, & Saldana,
2014). First, the researcher utilized words or phrases from the participants exact words as the
first level of codes. This type of coding is known as inductive coding. Linneberg and Korsgaard
(2019) explained inductive coding is a data analysis process where the researcher reads and
interprets raw data to develop themes. Linneberg and Korsgaard (2019) stated researchers
develop codes using participant phrases and words rather than using the researcher’s own
vocabulary. This type of coding keeps the codes in line with the data and helps the researcher to
remain unbiased (Linneberg & Korsgaard, 2019). All teacher interviews were coded together to
identify common themes and subthemes. In addition, all administrator interview data was coded
together to identify common themes and subthemes. For the next level of codes, the researcher
used pattern coding. The process of pattern coding gives the researcher a way to organize the
data into themes (Johnson & Christensen, 2017). Pattern coding allowed the researcher to
explore how the themes and subthemes connect to each other (Saldaña, 2016). During this phase
of the coding process, the researcher looked for words or phrases that were repeated more than
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twice by all participants during the interviews. Following this phase, the researcher analyzed the
data from the first level of coding and the pattern coding. The researcher explored the teachers’
and administrators’ perceptions of how the evaluations impact classroom instruction.
Reporting Data
The purpose of the case study is to examine the perceptions of teachers and
administrators about the impact teacher evaluations have on classroom instruction. Findings
were organized by research questions and presented in a manner most informative to the target
audience of educational leaders at district and state levels. Direct quotations, descriptions of
themes, and frequency tables of common themes and subthemes were used to communicate and
deepen support for the findings (Creswell, 2012). Using pseudonyms for participants’ names
and identities, the researcher gave voice to teachers’ and administrators’ experiences and
perceptions of how evaluations impact classroom instruction while preserving their
confidentiality (Creswell, 2012). The researcher used direct quotations as evidence to support
and deepen understandings as well as provide insights for district and state leaders on best
practices for evaluations (Merriam & Tisdell, 2016; Renner & Taylor-Powell, 2003). Using
tables to display data illustrated the frequency of specific themes and subthemes that emerged to
highlight noteworthy experiences and perceptions (Renner & Taylor-Powell, 2003).
Summary
A purposive sample of teachers and administrators from three school districts in westcentral Georgia participated in this case study. Data was collected from semi-structured
interviews. The interview protocol was used consist of open-ended questions that allowed
participants to respond in an honest and candid manner. Participants had an opportunity to share
their experiences and explain their perceptions. Responses from the participants provided rich
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data for analysis and results in themes and subthemes that described the perceptions of the
teachers and administrators included in the present study. The findings of the study were
demonstrated through the research questions providing descriptions, quotations from
participants, and frequency tables for themes and subthemes from the data.

66

Chapter IV: Report of Data and Data Analysis
The purpose of this study was to describe school-level administrators’ and teachers’
perceptions about the impact teacher evaluations have on classroom instruction. Chapter I
presented the statement of the problem, the research questions, the theoretical framework of the
current study, an overview of the methodology, limitations, delimitations, and definitions of
terms used throughout the study. Chapter II provided a historical overview and a review of
literature regarding administrator and teacher perceptions of evaluation and the impact of
evaluation on classroom instruction. In Chapter III, the methodology for the study as well as the
research design were explained. Additionally, instrumentation, setting, participants, data
collection and analysis, methodological assumptions and procedures for the study were explored
in Chapter III.
The researcher sought to contribute to the research by conducting an instrumental case
study. School-level administrators and teachers from three Georgia public K-12 school districts
provided their perceptions of the impact teacher evaluations have on classroom instruction. The
study used purposive sampling to identify school-level administrators and teachers. Participation
in the study was based on the participants utilization of the TKES. Data was collected from a
demographic questionnaire and semi-structured interviews. Thematic analysis was used to
examine the data which will be discussed in Chapter IV.
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Research Questions
This instrumental case study included research questions about teacher and administrator
perception of the impact teacher evaluations have on classroom instruction. A qualitative
research design was conducted to guide the study using the following research questions:
1. What are the perceptions among K-12 school-level administrators regarding the
impact teacher evaluations have on instruction?
2. What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Research Design
The researcher utilized an instrumental bounded case study as the qualitative research
approach for the present study to delve into the perceptions of teachers and administrators
concerning the impact that evaluations have on classroom instruction. According to Johnson and
Christensen (2017), an instrumental case study provides for a more general understanding than
focusing on the specifics of a particular case. Using an instrumental case study as the qualitative
approach was ideal for the present study because the researcher wanted to obtain perceptions and
shed light on how much evaluations improve classroom instruction. Baker, Bunch, and Kelsey
(2015) and Stake (1995) also suggested that instrumental case studies are used to gain insight
and understanding of a particular event or occurrence.
The researcher received approval to conduct research within the school district from the
superintendents of the three school districts selected for the study. After receiving approval from
three superintendents, the researcher applied to Columbus State University’s IRB committee for
approval to conduct the study. Once the researcher received the approval email (Appendix A)
from the Columbus State IRB committee granting the researcher permission to conduct the
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study, the recruitment email was sent to the school district’s designee to forward to all district
teachers and school-level administrators to be recruited for the study. The study utilized a
purposive sample; therefore, participants had to meet the following criteria to participate in the
study. The criteria for a teacher to participate in the study were that the teacher was a full time
K-12 teacher and had participated in a TKES evaluation. The criteria for a school-level
administrator to participate in the study were that the administrator was a full time K-12
administrator and had conducted a TKES evaluation of a teacher. Potential participants received
a recruitment email from the district’s contact person. The email (Appendix E) requested
participation for the study. Participants were asked to respond to the Informed Consent
(Appendix F) form if interested in participating in the study. All participants were given an
option to opt out of the study at any time and were reminded that their responses would be kept
strictly confidential. The Informed Consent notified participants that pseudonyms would be
assigned to protect their identities. The participants who opted to participate in the study were
directed to complete the Demographic Questionnaire (Appendix G). Any participants who opted
out or who were not eligible to participate in the study based on position or TKES requirement
were directed to the “Thank You” section of the Demographic Questionnaire.
Data were collected from fifteen teacher participants and seven administrator
participants. Data collection included a demographic questionnaire and semi-structured
interviews. The demographic questionnaire semi-structured interviews addressed all research
questions
Participants
Teachers and school-level administrators from the three selected Title I school districts
were potential participants for the study. Twenty-six teachers agreed to participate in the study
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by submitting an Informed Consent form, which included a Demographic Questionnaire. Of the
twenty-six teachers, fifteen teachers completed the interview session and were eligible to be
included in the study, nine teachers were not able to complete the interview session, and one
withdrew from the study after submitting the Informed Consent form. Only statements from the
fifteen teachers who completed the interview session were used as data in the current study. One
teacher was ineligible to participate in the study because the teacher had not participated in the
TKES evaluation process. Nine administrators agreed to participate in the study by submitting
an Informed Consent form. Of the nine initial administrators, only seven completed the
interview session and were therefore eligible to be included in the study, and two were not able
to complete the interview session. Only statements from the seven administrators who
completed the interview session were used as data in the current study.
To protect the identity and confidentiality of the participants, a pseudonym was assigned
to each participant. Table 9 displays the teacher participants’ pseudonyms and demographic
information.
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Table 9
Teacher Participant Demographics
Pseudonym

Gender

Race/Ethnicity

Highest
education

Lydia

Female

Black/African American

Masters

Years of
teaching
experience
16-20

Krysta

Female

Black/African American

Bachelor

11-15

Male

White/Caucasian

Masters

1-5

Allison

Female

White/Caucasian

Doctorate

11-15

Sahira

Female

Asian/Pacific Islander

Masters

21-25

Sheila

Female

Black/African American

Specialist

21-25

Kraig

Male

Black/African American

Specialist

6-10

Serena

Female

Black/African American

Specialist

21-25

Leah

Female

Black/African American

Bachelor

1-5

Gilbert

Male

Black/African American

Doctorate

16-20

Lamar

Male

Black/African American

Specialist

11-15

Mallory

Female

Black/African American

Masters

26-30

Linda

Female

Asian/Pacific Islander

Masters

11-15

Judy

Female

Black/African American

Bachelor

6-10

Priscilla

Female

Black/African American

Specialist

16-20

Brad

Teacher participants included eleven females and four males. Two teacher participants
were Asian or Pacific Islander, eleven teacher participants were Black or African American, and
two teacher participants were White or Caucasian. Of the 15 teacher participants, two had 1-5
years of teaching experience, two had 6-10 years of teaching experience, four had 11-15 years of
teaching experience, three had 16-20 years of teaching experience, three had 21-25 years of
teaching experience, and one had 26-30 years of teaching experience. The highest degree level
varied among the teacher participants. The highest degree level for three teachers was a
bachelor’s degree. Five of the teacher participants highest degree level was a Masters degree.
Five teacher participants had earned a Specialist degree, and two teacher participants had earned
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a Doctorate degree as the highest level of education. Table 10 displays the administrator
participants’ pseudonyms and demographic information.
Table 10
Administrator Participant Demographics
Gender

Race/Ethnicity

Highest
education

Milan

Male

Asian/Pacific Islander

Specialist

Years of
administrative
experience
1-5

Tyson

Male

Black/African American

Specialist

16-20

Tyler

Male

White/Caucasian

Specialist

6-10

Female

Black/African American

Doctorate

16-20

Daniel

Male

Black/African American

Specialist

1-5

Angie

Female

Black/African American

Specialist

1-5

Greg

Male

Black/African American

Specialist

1-5

Pseudonym

Deborah

Administrator participants included two females and five males. One administrator
participant was Asian or Pacific Islander, five administrator participants were Black or African
American, and one administrator participant was White or Caucasian. Of the seven
administrator participants, four had 1-5 years of administrative experience, one had 6-10 years of
administrative experience, and two had 16-20 years of administrative experience. The highest
degree level varied among the administrator participants. The highest degree level of six
administrator participants was a Specialist degree and one administrator participant has earned a
Doctorate degree. All participants in the study could share their perceptions of the impact
teacher evaluations on classroom instruction because of their participation in the TKES
evaluation process.
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Participants’ Profiles
Participants shared the following professional information in the Demographic
Questionnaire portion of the Informed Consent and during the interviews. The first 15 profiles
below represent the teacher participants for the study and the last seven profiles represent the
administrator participants.
Teacher participants
Lydia
Lydia has been a teacher for 17 years. She is a high school educator, who teaches an
elective course. She earned her teaching certification through post-baccalaureate certification.
She serves all levels of students including at-risk, gifted, and Special Education.
Krysta
Krysta had taught various courses during her 11-15 years tenure as middle school
educator. She has served on the school leadership team. She completed a traditional education
program to earn her certification.
Brad
Brad was a history teacher who did not take a traditional path to teaching at the middle
school level. He entered education as a second career and was within his first five years of
teaching at the time of the study.
Allison
Allison was a special education teacher who has taught various grade levels and earned
her certification through a traditional four-year program. She was a co-teacher, resources
teacher, and self-contained teacher serving students with various ability levels in several
different schools within her current school district.
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Sahira
Sahira has been teaching for more than 21 years. She earned her certification through a
post-baccalaureate program. At the time of the study, she was a CTAE teacher, however, she has
taught a core content subject in middle school for many years at various grade levels serving
students of mixed ability levels.
Sheila
Sheila has 23 years of teacher experience and earned her certification through a
traditional teacher education program. She served as a high school CTAE teacher in her current
school district.
Kraig
Kraig was a new teacher to his school district but has more than six years of teaching
experience. Education is a second career for Kraig, who completed a post-baccalaureate
program to earn his certification.
Serena
Serena was a veteran teacher of 21+ years in education and earned her education
certification through a traditional four-year program. She has taught in two different school
districts and different core content areas. She has also served on the school leadership team and
has taught students of varying ability levels including gifted, English as a Second Language
(ESOL), and Special Education (SPED).
Leah
Leah was a new teacher with two years of teaching experience and is working to
complete her certification through the Georgia Teacher Academy for Preparation and Pedagogy
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(GaTAPP). She has taught students who receive ESOL and SPED services as well as students
who are at-risk.
Gilbert
Gilbert has more than 20 years of teaching experience with 14 years in his current school
district. He earned his teaching certification through the GaTAPP program. He has served
students who received gifted, special education, and ESOL services in different core content
areas.
Lamar
Lamar was a 11+ veteran teacher and earned his teaching certification by completing a
traditional four-year teaching program. He has worked in several different school districts and
served students who received SPED, ESOL, and gifted services.
Mallory
Mallory has 26+ years of teaching experience and earned her certification through a postbaccalaureate program. She has taught all middle school grade levels at two different schools.
She has served on the leadership team and teaches a core content area to students of mixed
ability levels and who require diverse services to include SPED, ESOL, migrant, and at-risk.
Linda
Linda has 11+ years of teaching experience and earned her certification through a postbaccalaureate program. She teaches a core content area at the high school level.
Judy
Judy has taught high school for more than six years. She completed a traditional fouryear teaching program to earn her teaching certification. She teaches students of diverse
backgrounds and ability levels.
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Priscilla
Priscilla was a veteran CTAE teacher with more than 16 years of teaching experience.
She earned her certification through a post-baccalaureate program. She has taught at both the
high school and middle school level.
School-level administrator participants
Milan
Milan has 11-15 years of classroom teaching experience and has served as an
administrator for 5 years. He served in other positions before assuming an administrative role.
He earned his leadership certification in 2015 and has evaluated 21-25 teachers per year. He has
served at various grade levels as an administrator.
Tyson
Tyson has 6-10 years of classroom teaching experience and has served as an
administrator for 16-20 years. He earned his leadership certification in 2005 and has evaluated
51+ teachers per year. His teaching and administrator years have been at the middle and high
school levels and were all in the same school district.
Tyler
Tyler has 16-20 years of classroom teaching experience and has served as an
administrator for more than 6 years. He earned his leadership certification in 2015 and has
evaluated 41-45 teachers per year. His teaching and administrator years have been at the middle
and high school levels.
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Deborah
Deborah has 33 years of teaching and administrative experience. She earned her
leadership certification in 2002 and has evaluated 51+ teachers per year. Her administrator years
have been at various grade school levels.
Daniel
Daniel has more than 21 years of classroom teaching experience and has served as an
administrator for 1-5 years. He served in another position before assuming an administrative
role. He earned his leadership certification in 2002 and has evaluated 46-50 teachers per year.
Angie
Angie has 11-15 years of classroom teaching experience and has served as an
administrator for 1-5 years. She served in other positions before assuming an administrative
role. She earned her leadership certification in 2017 and has evaluated 26-30 teachers per year.
Greg
Greg has 6-10 years of classroom teaching experience and has served as an administrator
for 1-5 years. He earned his leadership certification in 2014 and has evaluated 16-20 teachers
per year.
Findings and Data Analysis
The purpose of this case study is to examine the perceptions of teachers and
administrators about the impact teacher evaluations have on classroom instruction. According to
Klein, “By identifying what methods work well in a classroom, we have the potential to improve
outcomes for many more of our students” (Bill & Melinda Gates Foundation, 2010b, p.
3). There was a gap in the literature of how teachers and administrators perceived the impact
teacher evaluations have on classroom instruction. The researcher employed a bounded
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instrumental case study to examine the perceptions of these two groups on classroom instruction.
The researcher sought to understand how teachers and administrators perceive the impact teacher
evaluations have on classroom instruction. Teacher and administrator experiences with teacher
evaluations helped to explain how evaluations influence classroom instruction. Senge’s (1990)
theory of personal mastery was the theoretical framework used as a guiding force into teachers’
and administrators’ perceptions of the impact evaluations have on classroom instruction. The
study was guided by two research questions aimed at gathering perceptions of the purpose of
evaluations by school-level administrators and teachers, how evaluations impact instruction, and
the challenges and benefits of evaluations’ impact on instruction. The final number of
participants who completed all components of the study included fifteen teachers and seven
school-level administrators from three school systems in rural southwest Georgia. Data were
collected from demographic questionnaires and semi-structured interviews. Participants
reviewed interview transcripts through member checking. Johnson and Christensen (2017)
suggested researchers utilize member checking to give the participants an opportunity to review
transcripts and verify their statements for complete analysis.
Thematic analysis was used to identify themes and subthemes that emerged during the
analysis of interview transcripts. Scharp and Sanders stated that “thematic analysis is a
qualitative method for identifying, analyzing, and reporting patterns within a data corpus” (2019,
p. 117). Castleberry and Nolen described thematic analysis as a qualitative research method that
“explore the context of teaching and learning” and allows “flexibility and interpretation” during
data analysis that quantitative analysis does not have (2018, p. 808). Participants’ actual words
were used in the narratives of reports to illustrate participants’ authentic perceptions of the
impact evaluations have on classroom instruction (Airasian & Gay, 2003; Creswell, 2012).
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Pseudonyms were used to protect the confidentiality of participants and any names of colleagues
or peers, subject areas taught, or specific lessons mentioned during data collection were also
changed.
During the analysis phrase of the study, the researcher used the MAXQDA software to
highlight phrases and make notes. The highlighted phrases were used to create categories. The
categories were grouped together based on their commonalities. These commonalities allowed
the researcher to identify common categories (subthemes) within the data from the transcripts.
The subthemes were utilized to identify themes throughout the data. The themes and subthemes
were organized and reported by research questions to inform educational leaders, both districtand state-level, on the perceptions of teachers and school-level administrators in relation to the
impact evaluations have on classroom instruction. Frequency tables were used to display the
themes and subthemes that developed from the perceptions of teachers and administrators during
interviews.
Research Question 1
The researcher sought to gain insight into the perceptions of school-level administrators’
perceptions of the impact teacher evaluations have on classroom instruction. The facilitator
probed the participants during the semi-structured interviews, using the administrator interview
protocol (Appendix J), by asking them for their description and understanding of teacher
evaluations as well as their experiences with teacher evaluations. The categories, subthemes, and
themes created are displayed in Table 11, Data Analysis Categories and Themes for Research
Question 1.
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Table 11
Data Analysis Categories and Themes for Research Question 1
RQ1: What are the perceptions among K-12 school-level administrators regarding the impact teacher
evaluations have on instruction?
Categories

Subthemes

• Teacher needs
• Pedagogical practices
• Measuring & monitoring effectiveness

• Measuring and
monitoring teacher
effectiveness

• Purpose of
teacher
evaluation
• Participants’
understanding of
the teacher
evaluation
process

•
•
•
•

Training
Improved instruction
Feedback
Expectations

• Training received on the
process
• Improve education

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Effective feedback
Growth
Improved instructional practices
Student achievement
Monitoring & inspecting
Punitive
Timely feedback
Teacher anxiety
Test scores
Communication
Monitoring student data
Classroom learning environment
Assessment & collaboration
Communicated expectations of evaluation purpose
Timing of Evaluations
Walkthroughs
Lack of feedback
Lack of concern from teachers
Relationship with teacher
Support system
Student engagement
Planning
Reward system
Doesn’t matter (content knowledge)
Pedagogical practices
Instruction
Academic Coaches
Specific feedback
Collaborative meeting standards (lack of)
Review plans/ components of course
Experience
It matters (content knowledge)

•
•
•
•
•
•
•

• Impact of
evaluation on
classroom
instruction

•
•

Effective feedback
Teacher growth
Teacher view as punitive
Timely feedback
Lack of feedback
Teacher support system
Improved instructional
practices
Lack of concern from
teachers
Student achievement
Classroom learning
environment
Communicated
expectations of
evaluation purpose
Student engagement
Timing of evaluations

•
•
•
•

Pedagogical practices
Instruction
Evaluation preparation
Feedback

• Administrators’
content
knowledge

•
•
•
•
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Themes

RQ1: What are the perceptions among K-12 school-level administrators regarding the impact teacher
evaluations have on instruction?
Categories

Subthemes
•
•
•
•

•
•
•
•

Time
Feedback
Teacher not receptive of feedback
Lack of understanding of evaluation process by
teachers
Providing teachers support
Lack of preparation for lesson by teacher
Evaluation instrument
Compliance

•
•
•
•
•
•

Providing feedback & implementation
Teacher growth
Collaboration
Student achievement
Deliver instruction
Compliance

• Teacher growth
• Implementation of
feedback
• Student achievement
• Purpose of teacher
evaluations

•
•
•
•

Time
Feedback
Non-receptive teachers
Teacher preparation for
instruction

Themes
• Challenges of
evaluations

• Benefits of
evaluations

Six themes were created for research question one, which explored administrator
participants’ perceptions of the impact evaluations have on classroom instruction: (1) purpose of
evaluation, (2) participants’ understandings of the evaluation process, (3) impact of evaluation on
classroom instruction, (4) administrators’ content knowledge, (5) challenges of evaluations, and
(6) benefits of evaluation. Table 12 displays the frequency of references to the purpose of
evaluation. Additional frequency tables and participant quotations were used to provide support
to each theme.
Table 12
Research Question 1 Themes

1.
2.
3.
4.
5.
6.

Themes
Purpose of teacher evaluation
Participants’ understanding of the teacher evaluation process
Impact of evaluation on classroom instruction
Administrators’ content knowledge
Challenges of evaluations
Benefits of evaluations
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Frequency
11
7
59
24
13
9

Theme 1: Purpose of teacher evaluation.
School-level administrator participants communicated their understanding for the purpose
of teacher evaluations. Questions from the Administrator Interview Protocol (Appendix J) was
used to explore administrators’ belief of the purpose of teacher evaluation. Table 13 displays
two subthemes that emerged from their responses based on the frequencies of references related
to each.
Table 13
Subthemes related to Purpose of Teacher Evaluation
Subtheme: Purpose of Teacher Evaluation
Measuring and monitoring teacher effectiveness
Identifying teacher needs

Frequency
7
4

Measuring and monitoring teacher effectiveness was the most referenced factor listed by
administrators. Tyson’s response summed up what participants responded when he shared the
purpose of teacher evaluation as the following:
Okay, well, teacher evaluation is used to monitor and measure the effectiveness of our
teachers, the annual practices that they perform, from what they do in the classroom to
how effective it is and looking at the test data to make sure it all aligns (personal
communication, September 24, 2021).
While there was consensus that the purpose of teacher evaluation was to monitor and measure
teacher effectiveness, another perception for the purpose of teacher evaluations was identifying
teacher needs (4). Angie explained the purpose of evaluation is “to find or identify the needs of
teachers as far as pedagogy practices and instructional practices are concerned” and “build a plan
of action from the findings” (personal communication, September 29, 2021). Deborah also
shared that “the purpose of evaluation is to find ways to assist teachers” and “evaluation is a tool
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to help us to improve instructional delivery” (personal communication, September 23, 2021).
The commentary above represented the administrator participants’ definition of the purpose of
teacher evaluations.
Theme 2: Participants’ understanding of the teacher evaluation process
School-level administrator participants shared their understanding of teacher evaluations
process. Questions from the Administrator Interview Protocol (Appendix J) was used to
examine administrators’ understanding of the teacher evaluation process.

Table 14 displays

two subthemes that emerged from their responses based on the frequencies of references related
to each.
Table 14
Subthemes related to Understanding of the Teacher Evaluation Process
Subtheme: Understanding of the Teacher Evaluation Process
Training received on the process
Improve education

Frequency
7
2

The most referenced factor listed by administrators was training received on the teacher
evaluation process. All administrator participants referenced training they have received in their
response. Milan’s response provided a holistic insight of the other participants’ response when
he explained the following:
Yes, we initially got training and it is a full-fledged training from the Department of
Education. And then we meet at RESA and go through all the standards for TKES and
LKES, and then every year we have to renew our certification/ recertification to make
sure we understand all the standards that includes the appraisal rubric. (personal
communication, September 15, 2021)

83

The theme for understanding the teacher evaluation process also yielded another factor among
administrators, improved instruction. Deborah articulated her understanding of the evaluation
process by stating:
I understand that in order for me to improve education, I need to go into classrooms so
that I can evaluate the teachers. Also, I need to be able to give them feedback and
through that feedback, they can find ways in which they can improve their instructional
strategies and that they can reach children, but they also need to be properly trained on
what expectations are. (personal communication, September 23, 2021)
The commentary above represented the administrator participants’ understanding of the teacher
evaluation process.
Theme 3: Impact of teacher evaluation on classroom instruction
School-level administrator participants expressed their thoughts on the impact teacher
evaluation has on classroom instruction. Questions from the Administrator Interview Protocol
(Appendix J) was used to gain administrator insights about the impact teacher evaluations have
on classroom. Table 15 displays 12 subthemes that resulted from their responses based on the
frequencies of references related to each.
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Table 15
Subthemes related to the Impact of Teacher Evaluation on Classroom Instruction
Subtheme: Impact on Classroom Instruction
Effective feedback
Teacher growth
Teachers view as punitive
Timely feedback or lack of feedback
Teacher support system
Improved instructional practices
Lack of concern from teachers
Student achievement
Classroom learning environment
Communicated expectations of evaluation purpose
Student engagement
Timing of evaluations

Frequency
16
8
6
6
5
4
3
3
2
2
2
2

Effective feedback was the most prominent factor stated by administrators. Several
administrator responses supported the importance of effective feedback. Angie stated, “If you go
in and just do an observation and don’t provide effective feedback, then you, I mean, it’s almost
like that observation has been done in vain” (personal communication, September 29, 2021).
Tyson exclaimed that feedback is so key with making an impact and having instruction adjusted
prior to a summative assessment happening and taking place (personal communication,
September 24, 2021). Tyler shared a remarkably similar sentiment in stating “I honestly think
specific and effective feedback and them taking that feedback and implementing next steps, or
what have you has the greatest impact” (personal communication, September 3, 2021). “When
teachers get true, honest feedback, it [evaluation] does because it gives them support, it gives
them feedback and they can improve instructions, which ultimately improves student
achievement” (Deborah, personal communication, September 23, 2021).
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Teacher growth was quite common among the administrators as a factor for the impact
teacher evaluations has on classroom instruction.
There's a wealth of information that you gained from observations. And if teachers
utilize that information, it builds not only their self-efficacy, but it also is going to ensure
up their instructional practices. You're identifying that teacher's strengths and
weaknesses and you let them know what their strengths and weaknesses are, develop a
plan of action for those for the weaknesses, be very clear in what you're saying to them.
(Angie, personal communication, September 29, 2021)
In his interview, Greg expressed “the feedback that I've provided is not to tear down the teacher,
it’s to build up that teacher to become a better teacher, to provide a constructive criticism, to help
our students” (personal communication, September 29, 2021). Tyson shared a similar opinion,
“It’s [evaluation] supposed to be a helpful tool to help guide and continue positive growth
instructionally delivering the curriculum and then assessing the curriculum. So, the outcome will
be great.” (personal communication, September 24, 2021)
School-level administrators also shared that teachers viewed the teacher evaluations as
punitive. “I think it help if you to keep an open mind and an open mind to grow. It's not a get
you, got you situation, it's there for improvement” (Daniel, personal communication, September
21, 2021).
… if they see that you, as the administrator are not out to get them, that you're actually
trying to empower them, strengthen their craft, if you will. Then I feel that they will have
better buy-in to you actually coming in and working with them or coming in and
observing them. (Angie, personal communication, September 29, 2021)
Tyson shared the following experience:
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In the beginning, I would feel that teachers thought it was punitive. But I believe it's up
to the administrator, whether it's the principal of the building, where it starts with the
principal and the principal administrative team to deliver and make sure that teachers
know that this is not punitive. If that level of trust is communicated, then the word
punitive should be taken out of the vocabulary and not used at all when you are utilizing
the TKES system. (personal communication, September 24, 2021)
Timely feedback or lack of feedback emerged as a factor for the impact teacher
evaluations have on classroom instruction among school-level administrators. Greg shared:
It [feedback] doesn't let them know what I see, but you have to provide that timely
feedback in order for them to build upon or correct whatever needs to be corrected. So, I
think feedback is the most important part of the process. (personal communication,
September 29, 2021)
“I feel that if not used effectively or if not, you know, done in a timely manner, it could have a
negative impact,” stated Angie. “I would say the least [impact] is when they just have the ratings
and as I said, it's not broken down to walk-throughs and not having enough support system in
place. So, then they do not have a clue.” (Milan, personal communication, September 15, 2021)
Deborah expressed the following during her interview, “It’s when I don't give them any
feedback, because if I don't tell them what I've seen, then that's not going to be effective”
(personal communication, September 23, 2021).
Another factor for the impact teacher evaluations has on classroom instruction was
teacher support system. Angie believed that “clearing your expectations, letting them know that
you're in the trenches with them” would have an impact on classroom instruction (personal
communication, September 29, 2021). Deborah believed that “when I partner them with a
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partner, for instance, I might to partner them with another teacher or a colleague, someone that
needs help, or then I might need to partner them with someone which that can help them”
(personal communication, September 23, 2021). Tyler agreed that support was important when
he stated that he thought “we [schools] would get more bang for our buck” if more time was
given to working teachers and academic coaches. I think we would get more bang for our buck
if we spent more time on the coaching piece and working with teachers (Tyler, Pos. 94).
Administrators also mentioned improved instructional practices as a factor for the impact
teacher evaluations have on instruction. “I feel it [has an impact] because when I go into a
classroom and I see areas that they need to work on, when I give them the feedback and I go
back in, and I see that they've made the changes” (Deborah, personal communication, September
23, 2021). Tyson shared that “teacher evaluation should allow teachers to make adjustments
along the way that will have them to adjust their instructional practices before the end of the year
comes. So, it should have an impact.” (personal communication, September 24, 2021)
Lack of concern from teachers (3) and student achievement (3) were two additional
factors that emerged from the administrators’ interviews. Tyler shared that he had seen “more of
a compliance as opposed to a consistent practice” from teachers (personal communication,
September 3, 2021). Milan agreed that
most of the teachers just looked at it as an event observation and it's over with it. And
then I don't think really that impacts their classroom instruction because they are more
worried about the classroom curriculum, pacing, and the assessments, and so forth.
(personal communication, September 15, 2021)
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In response to the question, does teacher evaluations impact classroom instruction, Angie
responded that feedback from evaluations is going to increase student achievement because as
teacher self-efficacy increases, so does student achievement.
Other factors that were presented from the administrator interviews on the impact teacher
evaluations has on classroom instruction were classroom learning environment, communicated
expectations of evaluation purpose, student engagement, and timing of evaluations. Tyson
(personal communication, September 24, 2021) shared that “maintaining a safe and orderly
environment” have influence and Milan (personal communication, September 15, 2021) agreed
stating “rituals and routines” are necessary for an effective classroom learning environment.
Tyler believed that the evaluations must be a process and not viewed as “an event” (personal
communication, September 3, 2021). Daniel stated that instructional planning is the most
impactful part of evaluations, which will lead to increased student engagement (personal
communication, September 21, 2021). Milan expressed concern that sometimes administrators
“rush through the process” and that “doesn’t give a true picture” of what is happening in the
classroom (personal communication, September 15, 2021). The commentary above represented
the participants’ perspective of the impact teacher evaluations have on classroom instruction.
Theme 4: Administrators’ Content Knowledge
School-level administrator participants communicated their perspectives about the
content knowledge of administrators in relation to teacher evaluation’s impact on instruction.
Questions from the Administrator Interview Protocol (Appendix J) was used to probe
administrators about their views surrounding administrator content knowledge and teacher
evaluation’s impact on classroom instruction. Table 16 displays three subthemes that surfaced
from their responses based on the frequencies of references related to each.
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Table 16
Subthemes relate to Administrators’ Content Knowledge
Subtheme: Administrators’ Content Knowledge
Pedagogical practices/ Instruction
Evaluation preparation
Feedback

Frequency
6
5
5

Pedagogical practices and instruction were the top factors stated by administrators
surrounding administrators’ content knowledge. Several administrators shared their views
concerning how an administrators’ content knowledge impacts the feedback teachers received
during teacher evaluations. Three administrators shared that an administrators’ content
knowledge does not have an impact on the feedback provided to teachers. Angie stated that
I feel like the teacher is the expert or most oftentimes considered the expert. The
administrator should be that person that is whether the content is of science or CTAE.
For example, it shouldn't matter, the pedagogical practices and the instructional
framework. Those are types of things within the TKES evaluation system itself.
Knowing those things and how they play out, how they should be executed in the
classroom. Those are types of things that the administrator should be the expert in and
being able to identify those various components within any classroom setting. (personal
communication, September 29, 2021)
Greg’s viewpoint agreed with Angie as he shared his perspective about administrators’ content
knowledge. He believed that
when you are looking at teaching, not necessarily the content, but you're looking at
teaching and how to teach, I think that’s more of what we're focusing on. So, I don't
think that their [administrators’] content knowledge should have a bearing on evaluation.
(Greg, personal communication, September 29, 2021)
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Tyler also shared a similar view. He stated,
I feel the administrator should be familiar with the standards and elements of the course.
But again, other than professional knowledge, the other ratings have to do more with
practice rather than knowledge of content or curriculum. There's only one aspect that
deals with knowledge of curriculum and content. The rest of them are more along the
lines of the practice of planning, the practice of instructional strategies used,
differentiation all of that. (personal communication, September 3, 2021)
Two administrators were torn between the two viewpoints. Deborah felt that she would struggle
evaluating a teacher outside of her grade level certification content-wise; however, she stated, “I
do know the basis is what I'm looking at is instruction, delivery, the planning, the differentiation.
I will be good with that, but I would like to be knowledgeable of the curriculum. If I am
evaluating someone.” (personal communication, September 23, 2021) Tyson believed that
to an extent, if you're content specific, then yes, you want that administrator to have
specific content. But if you're talking about pedagogy, pedagogy is something that we
look at when we talk about good instruction. The naked eye, a parent can come in and
tell you if you are delivering instruction well. So, just looking at it, content specific.
Yes, it’s good. But when we're looking at utilizing assessment, we're looking at lesson
planning, making sure that plans are being submitted and lesson plans are not just thrown
together. You don't have to have the same academic or a subject level of discipline to
give feedback on that. When it comes to implementing and teaching that content
accurately and correctly, then you want to have that, that helps to have that background
or to have been exposed or have some experience. And we all should have had at some
point in time in education, but when it comes to thorough and professional development
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of it, then that's when we probably would need to have either academic coach to come in
and mentor some things that we're seeing or seeing that concepts are being delivered and
taught incorrectly to students. (personal communication, September 24, 2021)
Evaluation preparation (5) and feedback (5) were equal amongst administrators. Two
administrators felt that an administrators’ content knowledge does have an impact on the
feedback provided to teachers. Milan stated,
The reason I would say this as a twofold, again, I experience there are some leaders are
managers, and some of them are instructional leaders. So, if you do not have the content
knowledge and you're not sitting in those collaborative meetings, and if you do not have
clue about those standards, what they're teaching, their pacing guides, their curriculum
and so forth, then the teachers really have, there is no, there is no connection between the
expectations and what we try to inspect. So, I think that there’s a gap between being an
instructional leader who led the school versus leader as managers. (personal
communication, September 15, 2021)
Milan also expressed
if I'm faking something to tell them they do this and do that, or they can… For example,
benchmark literacy, we have crystal clear step-by-step process guide for how to teach
every single day. And if you don't know the timings for small groups, if you don't know
how we need to do the mini lessons, and read alouds and all that, then when we provide
the feedback its more generic. (personal communication, September 15, 2021)
Daniel believed that the content knowledge of the administrator makes a difference. He shared,
“The evaluator should know something about the content and that way they can understand, if
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the content is relative to what is being taught. They have to know something about the content.”
(personal communication, September 21, 2021) Daniel also explained that
before I go into the evaluation, I look at what is being taught. And then I look at the
lesson itself and I kind of investigate and kind of do a little research about the lesson. So,
I would know what to expect from the lesson. (personal communication, September 21,
2021)
Tyson also believed that it
depends on how you're delivering the feedback. Because that feedback has to be specific
to what you actually saw. If you keep it specific to instructional strategies and you can
yield from what you saw in the plans, as well as what you say was going to take place in
the plan versus what you actually saw in the classroom. The objectivity allows you to
just speak the facts on what was observed. So, this all depends on what you're trying to,
what you are trying to provide as far as feedback to the teacher and if you're trying to get
content specific or not. (personal communication, September 24, 2021)
The commentary above represented the participants’ perspective of how an
administrators’ content knowledge impacts the feedback teachers received during teacher
evaluations.
Theme 5: Challenges of evaluation
School-level administrator participants shared their perspectives about the challenges of
teacher evaluations. Questions from the Administrator Interview Protocol (Appendix J) was
used to probe administrators about the challenges of teacher evaluation. Table 17 displays four
subthemes that emerged from their responses based on the frequencies of references related to
each.
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Table 17
Subthemes Related to Challenges of Teacher Evaluations
Subtheme: Challenges of Teacher Evaluations

Time
Feedback
Non-receptive teachers

Teacher preparation for instruction

Frequency
6
3
2
2

Time was shared as a challenge of teacher evaluations by most of the administrators.
Deborah shared that time was a challenge due to the considerable number of teachers she and her
assistant will have to evaluate (personal communication, September 23, 2021). Milan explained
that time was a challenge because “if you rush through the process because of the deadlines and
stuff, you don't really get to go in deep to see what's going on” (personal communication,
September 15, 2021). Tyson suggested finding a balance and having a system to get around the
time factor (personal communication, September 24, 2021). Deborah shared a plan to help her
navigate through the challenge of time.
You need to pace yourself to make sure that you don't just do all your observations the
last five days of the month when their due. You need to be able to go in and pace
yourself so that you can adequately give teachers appropriate feedback. Also, another
challenge would be the time that it would take in order to actually review the standard.
For instance, right now we're asking our teachers to view the videos in their TKES
platform for the standards they're working on. But in essence, I know that if I'm a brandnew teacher, watching a video is not going to give me what I need. So, we would need to
take extra time to be able to show them examples of a standard. Also letting them go in
and do peer observations. Peer observations is something that we really don't have a lot
of time for. (personal communication, September 23, 2021)
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Tyson also provided an example of what can possibly happen if a plan to eliminate time does not
exist.
Well, the challenge impacts instruction, because if I'm a teacher and I'm providing or
doing something. If I'm not utilizing instructional time to the maximum. And it is
wasted. And I don't have an evaluation until November. That mean we've gone a full
nine-week period without having any feedback from an administrator or academic coach
telling me here's the things I need to work on. Here's some things I need to make an
adjustment on. So, it can impact instruction negatively if you don't have a timely system
to (1) observe teachers, (2) to give adequate inappropriate feedback based on the content
delivery of the [inaudible]... and the use of their skills with students. (personal
communication, September 24, 2021)
Feedback was presented by administrators as another challenge to teacher evaluations.
With time being a factor, it also impacts the feedback as mentioned by Tyson. Angie expressed
her concern for how time can impact feedback as well.
If there are some things that I could possibly sure up with the teacher, but because I'm not
able to get there. Then that teacher still has that practice or some type of instructional
strategy that they are using, but I haven't given them that feedback. So, they don't know
to do that, or they haven't tried to do it, and haven't tried to implement it so it could have
a negative effect on instruction. (personal communication, September 29, 2021)
Administrators shared that time was not the only factor that impacted the feedback, but
teachers must be open to receive and implement the feedback. Greg stated that
teachers not being receptive of certain feedback. Some teachers just not getting it or not
understanding what I'm trying to convey. And then some teachers just have a reluctance
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to change. So, I'm saying this is how I've always done it, this is how I'm always going to
do it. I've been here for so many years and I've done it. I've always done it this way and
things always change. I'm going to keep doing it my way. (personal communication,
September 29, 2021)
Deborah also shared her perspective on the challenge.
Sometimes teachers will get. Teachers are offended easily when they get a level two, it
to get a level one, they don't look at it as the teacher that she's trying to help me. So
sometimes you have that pushback when they don't get levels three, a level four, a
proficient or exemplary. Those are some of the areas that they're looking for. (personal
communication, September 23, 2021)
Teacher preparation for instruction (2) was the least of the factors shared by
administrators; however, it does impact instruction. Daniel expressed concern that “some
teachers don’t preplan” and due to the lack of planning, “the lesson doesn’t flow or follow a
sequence” (personal communication, September 21, 2021). The commentary above represented
the participants’ perspective of the challenges of teacher evaluations.
Theme 6: Benefits of evaluation
Benefits of teacher evaluation were shared by administrators during their interviews.
Questions from the Administrator Interview Protocol (Appendix J) was used to probe
administrators about the benefits of teacher. Table 18 displays three subthemes that emerged
from their responses based on the frequencies of references related to each.
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Table 18
Subthemes related to Benefits of Teacher Evaluation
Subtheme: Benefits of Teacher Evaluations
Teacher growth and implementation of feedback
Student achievement

Frequency
7
2

Teacher growth and implementation of feedback emerged as a benefit of teacher
evaluations. Daniel stated that after providing teachers with feedback during the first evaluation,
he was able to see their growth when he returned for follow-up evaluations (personal
communication, September 21, 2021).
I've been able to see lots of teachers grow. Teachers that have received feedback, even if
they received a level three and we gave them ideas in which we felt that you are
proficient, but if you try doing it this way, then you can perhaps have a level four. Or if
we've had teachers that were at level one or level two, and they were able to find ways to
improve themselves and become a level three teacher. (Deborah, personal
communication, September 23, 2021)
When teachers apply the feedback received from administrators and it works, they become
strong in certain areas. Tyson shared that “it allows teachers to become empowered and we
allow teachers to share strategies that they’ve tried in their rooms” (personal communication,
September 24, 2021).
Administrators also shared that student achievement was a benefit of teacher evaluations.
Deborah (personal communication, September 23, 2021) and Angie (personal communication,
September 29, 2021) agreed that when teachers grow and improve from feedback during
evaluations, student achievement increases. The commentary above represented the participants’
perspective of the challenges of teacher evaluations.
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Research Question 2
The researcher sought to gain insight into the perceptions of teachers’ perceptions of the
impact teacher evaluations have on classroom instruction. The facilitator probed the participants
during the semi-structured interviews, using the teacher interview protocol (Appendix I), by
asking them for their description and understanding of teacher evaluations as well as their
experiences with teacher evaluations. The categories, subthemes, and themes created are
displayed in Table 19, Data Analysis Categories and Themes for Research Question 2.
Table 19
Data Analysis Categories and Themes for Research Question 2
RQ2: What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Categories
Subthemes
Themes
•
•
•
•
•
•
•

Provide feedback
Teaching strategies
Needs improvement
Professional development
Effective communication
Delivery of instruction
Following GSE standards

• Teacher effectiveness &
delivery of instruction
• Professional development
& needs improvement
• Student achievement
• Professionalism
• Provide feedback
• Teacher growth

• Purpose of
teacher
evaluation

•
•
•
•

Growth
Student achievement
Encourage/ motivate teachers
Teaching strategies

• Criteria (standards) &
expectations
• Teacher growth
• Teacher strategies

•
•
•
•
•
•
•
•
•
•

Professional development
Criteria (standards)
Expectations
Job/Accountability
Dog and pony show
Teacher effectiveness
Disappointment
Tears teacher down
Discouraged
Encouraging to teacher

•
•
•
•
•
•
•
•
•
•

• Participants’
understanding
of the teacher
evaluation
process
• Impact of
evaluation on
classroom
instruction

Feedback
Teacher growth
Teacher effectiveness
Professional development
or coaching
Discouraged &
disheartened
Accountability
Lack of feedback
Teachers view as punitive
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RQ2: What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Categories
Subthemes
Themes
• Teacher growth
• Teacher as performer
• Teachers view as punitive
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Professional development
Coaching
Student achievement
Teacher anxiety
Lack of feedback
Lack of passion
Individuality
Frequent observations for new
teachers
It matters (content knowledge)
Lack of effective feedback
Administrators need
understanding of content to
properly evaluate
Pedagogical practice

• Properly evaluate
• Feedback
• Pedagogical practices and
instruction
•
•
•
•
•
•

Administrators’
understanding of teacher
evaluations
Bad day (teacher or
administrator)
Performance anxiety

• Challenges of
evaluations

Instruction
Provides effective feedback
Pre-conference
Doesn’t matter (content
knowledge)
Different feedback from
administrators
Do what I think is best
Administrators don’t understand
content
Administrators don’t understand
classroom dynamics
Lack of effective feedback
Performance anxiety
Bad day (teacher or administrator)
Parent contact
Rating based on everyone else
Goal setting for TKES
Re-evaluate
Continue to do what works best
for students
Feedback

•
•
•
•
•
•
•

Teacher growth
Pedagogical practices
Feedback
Student achievement
Appreciation/ recognition
Preconference with
administrator

• Benefits of
evaluations
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• Administrators’
content
knowledge

RQ2: What are the perceptions among K-12 teachers regarding the impact teacher
evaluations have on instruction?
Categories
Subthemes
Themes
• Appreciation
• Recognition
• Teacher growth
• Pedagogical practices
• Student achievement
• Communication with parents
• Pre-conference
Six themes created for research question one, which explored teacher participants’
perceptions of the impact evaluations have on classroom instruction: (1) purpose of evaluation,
(2) participants’ understandings of the evaluation process, (3) impact of evaluation on classroom
instruction, (4) administrators’ content knowledge, (5) challenges of evaluations, and (6) benefits
of evaluation. Table 20 below displays the frequency of references to the purpose of evaluation.
Additional frequency tables and participant quotations were used to provide support to each
theme.
Table 20
Research Question 2 Themes
Themes
1. Purpose of teacher evaluation
2. Participants’ understanding of the teacher
evaluation process
3. Impact of evaluation on classroom instruction
4. Administrators’ content knowledge
5. Challenges of evaluations
6. Benefits of evaluations
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Frequency
25
15
75
27
17
30

Theme 1: Purpose of teacher evaluation
Teacher participants communicated their understanding for the purpose of teacher
evaluations. Questions from the Teacher Interview Protocol (Appendix I) was used to explore
teachers’ belief of the purpose of teacher evaluation. Table 21 displays six subthemes that
emerged from their responses based on the frequencies of references related to each.
Table 21
Subthemes Related to Purpose of Teacher Evaluation
Subtheme: Purpose of Teacher Evaluation
Teacher effectiveness & delivery of instruction
Professional development & needs improvement
Student achievement
Professionalism
Provide feedback
Teacher growth

Frequency
13
3
3
2
2
2

Teacher effectiveness & delivery of instruction (13) were the most referenced factor
listed by teachers. Kraig’s response summed up what participants responded when he shared the
purpose of teacher evaluation as the following:
My understanding of teacher evaluations is a tool to measure the effectiveness of
teachers. It’s also used as a measure to see what level of growth or professional
development is needed in order to make the teacher a better teacher. (personal
communication, September 10, 2021).
While there was consensus that the purpose of teacher evaluation was to teacher
effectiveness & delivery of instruction, another perception for the purpose of teacher evaluations
was professional development & needs improvement (3). Lamar explained that teacher
evaluations are “to determine strengths and weaknesses of teacher and to try to better teachers in
areas where they can use improvement, but also to build them” (personal communication,
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September 29, 2021). Allison also shared that the purpose of evaluations is to “look at us
[teachers], see what we're doing, where we might need improvement” (personal communication,
September 3, 2021).
Student achievement (3) emerged as a factor for the purpose of evaluation among
teachers. Mallory (personal communication, September 21, 2021) and Leah (personal
communication, September 21, 2021) shared that the purpose of teacher evaluation is to evaluate
teacher performance and student achievement in the classroom.
Other factors for the purpose of teacher evaluation presented by teachers were
professionalism (2), provide feedback (2), and teacher growth (2). Sheila stated that “we
[teachers] get measured in our professionalism, how we conduct our jobs” (personal
communication, September 10, 2021). “Our manners of professionalism and our ways we
[teachers] present work to the children” was Priscilla’s response when describing the purpose of
evaluations. (personal communication, September 24, 2021) Judy shared that the purpose of
teacher evaluation is to “give constructive criticism and feedback to better the educator”
(personal communication, September 28, 2021). Lamar also shared that “You always tell them
the good things they do, and if its’s something that thy need to work on, yes. Evaluations are
also for that.” (personal communication, September 29, 2021) The commentary above
represented the participants definition of the purpose of teacher evaluations.
Theme 2: Participants’ understanding of the teacher evaluation process
Teacher participants shared their understanding of the teacher evaluations process.
Questions from the Teacher Interview Protocol (Appendix I) used to examine administrators’
understanding of the teacher evaluation process. Table 22 displays three subthemes that emerged
from their responses based on the frequencies of references related to each.
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Table 22
Subthemes Related to Understanding of the Teacher Evaluation Process
Subtheme: Understanding of the Teacher Evaluation Process
Criteria (standards) & expectations
Teacher growth

Frequency
8
4
3

Teaching strategies
The most referenced factor listed by teachers in response to understanding of the teacher
evaluation process was criteria (standards) & expectations. Lydia’s understanding of the
process is that “they give you the categories and they give you the template to view so you'll
know what they're looking for” (personal communication, September 3, 2021). Leah shared her
understanding of the teacher evaluation process as “the admin clearly explain the expectations
for each level or each standard that they're evaluating us on” (personal communication,
September 21, 2021).
The subtheme for understanding the teacher evaluation process also yielded teacher
growth as a factor among teachers. Priscilla articulated her understanding of the evaluation
process by stating, “It's more of us evaluating, analyzing ourselves and trying to better ourselves,
so we are better for the children” (personal communication, September 24, 2021). Linda said,
“I’ll see like what areas I need to improve on” (personal communication, September 17, 2021).
The final factor presented by teachers for understanding the teacher evaluation process
was teaching strategies. Gilbert responded that teacher evaluations are
“not just evaluating whether the teacher is there teaching and what, whether the teacher is
following the guidelines that is put forward by the Georgia department of education.
That's basically the essence of it. If you're using the guidelines to teach the children so
that they can understand what's going on.” (personal communication, September 22,
2021)
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The commentary above represented the participants understanding of the teacher evaluation
process.
Theme 3: Impact of teacher evaluation on classroom instruction
Teacher participants expressed their thoughts on the impact teacher evaluation has on
classroom instruction. Questions from the Teacher Interview Protocol (Appendix I) used to gain
teacher insights about the impact teacher evaluations have on classroom instruction. Table 23
displays nine subthemes that resulted from their responses based on the frequencies of references
related to each.
Table 23
Subthemes related to the Impact of Teacher Evaluation on Classroom Instruction
Subtheme: Impact on Classroom Instruction

Feedback
Teacher growth
Teacher effectiveness
Professional development or coaching
Discouraged & disheartened
Accountability
Lack of feedback
Teachers view as punitive
Teacher as performer

Frequency
19
16
11
7
7
4
4
4
3

Feedback (19) was the most prominent factor stated by teachers as an impact of teacher
evaluations. Several teacher responses supported the importance of feedback. “I appreciate the
feedback, the different perspectives that I hear from them.” (Brad, personal communication,
September 1, 2021) Priscilla stated, “The feedback that we receive … gives us insight on things
that we can do better. Yes ma'am definitely, we take the constructive criticism and apply it and,
you know, and make necessary adjustments” (personal communication, September 24, 2021).
Krysta explained that feedback has the most impact “when the observer gives me specific details
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about what I've done and they give me advice or pointers on how to make something better”
(personal communication, September 14, 2021). Kraig said, “I think that the feedback to me has
the most impact on, on my classroom instruction, because sometimes it's some things that I can't
see that I'm doing and someone else comes in to see them. And if they give me some feedback
on them” (personal communication, September 10, 2021).
Teacher growth (16) was quite common among the teachers as a factor for the impact
teacher evaluations has on classroom instruction. Lamar has a belief similar to Kraig about
feedback; however, he expounded on his belief to include his view of how evaluations impact
teacher growth.
It's just like you recording your own self, set up a camera and record yourself, and then
you can see things that you normally don't see or notice. And that's what evaluators do
they come in. And they notice things. It lets that teacher be aware of what goes on their
environment, the positive things, as well as some things that might need to be improved
because a teacher don't see everything or hear everything. And so, they have to be
informed of their pros and cons to help build that classroom experience and to help …
reach the full potential of students. (personal communication, September 29, 2021)
Judy stated that “the feedback is the most [impactful], whether it is like the one-on-one that we
might have afterwards or the telling me like the written part” (personal communication,
September 28, 2021). She also shared, “The feedback that I have received from teacher
evaluation gives me some other types of suggestions, suggestions on how I can better educate my
students…also they give me different techniques for different types of students as well” (Judy,
personal communication, September 28, 2021). In their interviews, Priscilla (personal
communication, September 24, 2021) and Krysta (personal communication, September 14, 2021)
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shared that they “self-assess” based on their teacher evaluations to help them grow. Lydia
explained how evaluations have helped her to grow.
I have learned a lot from feedback from evaluations. I learned of my weaknesses, it's not
communication with students. It's communication with my peers, because I always felt
isolated because I'm the only…[elective] teacher in the building. It's hard to collaborate.
So, I've worked more across curriculum. Evaluations taught me to communicate and do
more with my peers, my coworkers. So yeah, it has affected me in the classroom because
I have done cross-curricular assignments where my instruction and my curriculum is
changed, trying to, you know, branch out. (personal communication, September 3, 2021)
Teacher effectiveness (11) was a factor that emerged during the teacher interviews. Leah
shared,
Teacher evaluations impact classroom instruction because it lays the foundation for what
do you expect as far as teacher performance, but it also lays the foundation on what
teacher needs to do as far as just in the classroom in general. (personal communication,
September 21, 2021)
Sheila said that “the guidelines that they give you in terms of how they evaluate you, it helps you
to structure your classroom” (personal communication, September 10, 2021). Lydia believed
that “of course it [teacher evaluations] will impact your classroom instruction. But then I think it
also affects people that are exemplary because people that are exemplary when they're evaluated,
the person that evaluates them knows this teacher is exemplary” (personal communication,
September 3, 2021). Sheila further explained,
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I do know what attributes to it because I do look at the information that they provide and
I try to use it as a measuring tool so that when I do instruct, you know, I use it as a
measuring tool. (personal communication, September 10, 2021)
Krysta believed that teacher evaluations also helped the students. “It's a security for the students
that we know that they're going to be receiving the instruction that they should be at all times
(personal communication, September 14, 2021).
Professional development & coaching (7) was a common factor during teacher
interviews. Kraig explained,
It's all about professional development and growing. And I think if we as teachers realize
that and teach to the best of our knowledge, and we have an administrator who is serious
about the evaluation process and give us wholesome feedback. Then, you know, we will
see gains throughout our school. (personal communication, September 10, 2021)
Sheila questioned if some components of the evaluation is being used.
So, I wonder sometimes do they look at that assessment and say, okay, well they've
already told me that they need to work on this area. So here I am giving them a one in
this area instead of offering the support that they need. And that's something that I find
too, that there's not a lot of support being offered. You know, you've got teachers that are
telling you they're struggling in these areas, but yet, you're not offering support, but
you're evaluating them on a low level. (personal communication, September 10, 2021)
Kraig also shared that “the evaluator should give feedback and put some things into place,
whether it's professional development or some type of professional development in place in order
to address the issues or concerns going on that particular class. (personal communication,
September 10, 2021)
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Gilbert explained how teacher evaluation should work with academic coaches.
I think that the administrator should use it with the coaches and say, okay, well, this is the
way, how can we help this? Teacher to let me say if I find out that the weakness, the
main weakness is classroom management. How can I help this teacher to better manage
the classroom? Not to sort of cry down on the teacher and say, oh, when I went to your
class, there was no classroom management. The children were walking around these that
you don't have a grasp of that. Okay. So, I give you a two. No, I believe that it should
be a teaching moment. It should be the time that you go there, you say, well, when I
went there the children weren't bored. If you do this, don't you think it will be more
interesting. And you know, it's going to change a little bit of dynamics in association
with the coaches. (personal communication, September 22, 2021)
Teachers shared that teacher evaluations could result in teachers becoming discouraged
and disheartened (7). Brad explained that “if one administrator gives me feedback that conflicts
with another, I can easily get discouraged” (personal communication, September 1, 2021). Lydia
disclosed an experience she had after an evaluation.
Not necessarily negative, but in my case, it seems like you can't, in my mind, you can't do
enough. So sometimes that's a bummer. I'm like, dang. I thought I really killed it this
year. I thought I was doing the level four situation, but I wasn't. (personal
communication, September 3, 2021)
Sheila and Sahira had similar experiences with one of their teacher evaluations. Sheila shared,
It kinda affects your morale where you like, okay, I work this hard and now I get this type
of score. So, it kind of puts you back, set your back and you thinking, well, what am I
not doing well, how am I not performing the way I need to? So, it kind of sets you back
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for a moment where your focus is not on instruction. It's on trying to figure out, you
know, why you received that score. (personal communication, September 10, 2021)
Sahira also shared,
The impact of it was, I can say it was negative, especially when they gave me a two or
three on a professional knowledge. I was super mad. The next day I gave out
worksheets. That kind of impacted me…. And I can say that because if I got four on
GACE test and they gave me three, I did not like it. And then they said, there's always
room for improvement and I didn't agree with that. (personal communication, September
24, 2021)
Serena expressed that teacher evaluations “can drive some teachers out” (personal
communication, September 14, 2021)
Accountability was shared by teachers as a factor of teacher evaluations. Allison stated
that “we know that our jobs depend on what they see in the classroom” (personal
communication, September 3, 2021). Krysta expressed that
if we had no one or nothing to be accountable to then some of the educators and some of
the instruction may go lacking. So, it kinda keeps us on our P's and Q's to make sure that
we're doing what we said we were going to do, and what we've been hired to do.
(personal communication, September 14, 2021)
Kraig believed that teacher evaluations “hold the teacher accountable for what goes on that
particular classroom instructionally” (personal communication, September 10, 2021). Lydia
suggested that “instead of just giving them their evaluation results. Make them accountable and
encourage them to tell you, in concrete responses, like what are you going to do to improve?
(personal communication, September 3, 2021)
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Lack of feedback (5) emerged as a factor for the impact teacher evaluations have on
classroom instruction among teachers. “You're not getting that constructive feedback that you
need to me. It's not there. It's not in place.” (Mallory, personal communication, September 21,
2021) Kraig expressed concern about the lack of feedback. “I think, that has the least impact, is
I guess when you don't get feedback or when, when an evaluator, didn't give you feedback or if
it's done hurriedly, like I said, and it's just some generic feedback (Kraig, personal
communication, September 10, 2021) Mallory also stated, “I think the fact that you don't get that
feedback where you are moving, how to, after you see what I got in place and not add in that
next step is what I think is missing or needed.” (personal communication, September 21, 2021)
Lamar shared his concern for only providing an evaluation without feedback. “If a teacher is
reaching out for assistance and all they get is an evaluation. Then, with that being said, the
evaluation, it's going to be more harm than good.” (Lamar, personal communication, September
29, 2021) “If the feedback is not given and those evaluations are not taken seriously by the
evaluator and the evaluatee, then I can see where there's some inconsistencies” (Kraig, personal
communication, September 10, 2021). Leah shared what she felt would be a negative from
teacher evaluations. “If I'm doing the wrong thing and I'm not really getting any feedback or any
correspondence, as far as what they observed, then I continue to do the wrong thing. So that
could be a negative point. Because at the end of the day it will be the kid’s loss.” (personal
communication, September 21, 2021)
Teachers also shared that sometimes teacher evaluations as used as punishment or in a
punitive light. “I think that in my opinion, I think that administrators should not use it as like a
punishment to degrade teachers …. But they should use it as a growth process to help.” (Gilbert,
personal communication, September 22, 2021) Lamar disclosed that
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they [administrators] use the evaluation to harm people. And if an evaluator cannot
separate the bias, then it can be devastating toward a person's career. Just because you
don't like someone or just because you have a grievance against someone doesn't mean
you go and attack someone's character. (personal communication, September 29, 2021)
Kraig and Gilbert also shared that teacher evaluations should not be punitive but used as a way to
help teachers grow. “Teachers have to realize that it's not, it's not about trying to get you or not
about trying to make you feel bad about what you're doing, but it's all about growing” (Kraig,
personal communication, September 14, 2021). Gilbert stated that
in some cases, it's used like a punishment. Which it should not be, I don't believe the
people who started the teacher evaluation meant that, you see. Because there are
instances in which evaluators have gone in and changed people evaluation, and there are
no consequences. (personal communication, September 22, 2021)
Teacher as a performer was shared by teachers during the interviews. Allison stated that
“we know that at times when they’re [administrators] in there [we]do a little more than we
normally would” (personal communication, September 3, 2021). Serena shared that teachers
“get up in class and put on a show” (personal communication, September 14, 2021). The
commentary above represented the participants’ perspective of the impact teacher evaluations
have on classroom instruction.
Theme 4: Administrators’ Content Knowledge
Teacher participants communicated their perspectives about the content knowledge of
administrators in relation to teacher evaluation’s impact on instruction. Questions from the
Teacher Interview Protocol (Appendix I) used to probe teachers about their views surrounding
administrators’ content knowledge and teacher evaluation’s impact on classroom instruction.
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Table 24 displays two subthemes that surfaced from their responses based on the frequencies of
references related to each.
Table 24
Subthemes related to Administrators’ Content Knowledge
Subtheme: Administrators’ Content Knowledge
Properly evaluate
Feedback
Pedagogical practices and instruction

Frequency
14
11
2

Properly evaluate was a factor that teachers shared about administrators’ content
knowledge. Twelve teachers felt that an administrators’ content knowledge does have an impact
on the teacher evaluations. Leah stated,
I feel as though the administrator has to have knowledge of what they're actually rating
you on, if they don't have any knowledge about the curriculum and they don't really know
what to look for. So that's basically just to say, they can't really give me any feedback if
they don't know. (personal communication, September 21, 2021)
Sahira expressed that
if the evaluator don't know the content knowledge and they don't know if I'm introducing
or testing. They would think that I'm in lecture mode. They don't know whether I've
unpacked, they don't. If they don't know I'm unpacking the standard, they'll just say
there's no differentiation. Or they just gave me two for differentiation and that's not fair.
They should have that knowledge of understanding. (personal communication, September
24, 2021)
Sheila shared,
I've seen administrators come in and they evaluate you on something that they say they
don't see, but you know, that, you know, it is, it was implemented. And I think a lot of
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times it's because they don't understand the course. They don't understand what is being
taught and how it's being taught. And so, they measure it based on what they know. And
I don't think that's a good thing. I mean, you can't just measure what, you know if your
knowledge is limited. (personal communication, September 10, 2021)
Brad explained that
courses that I teach come from a different perspective than many of the core courses that
are taken. And I think it's, it's just necessary to know, have some semblance of
knowledge of what I am trying to impart to these students. So yes, for them to
understand the way I teach and the, the substance of what I teach, they need to have a
knowledge of it. I think I've been evaluated by somebody that really didn't know the
dynamics of the class and how I have to differentiate my learners. I have learned the
class and I learned ways that might not even seem of the norm. And in teaching the
subject that I do there's a lot of evaluators that are, are not, are simply not familiar with
what I'm trying to teach. (personal communication, September 1, 2021)
Lamar believed that “if you don't know anything about the content area, how can you turn
around and evaluate someone on what you should do and what tools should be used if you don't
know much about the content area” (personal communication, September 29, 2021). Serena
shared her opinion,
I feel like they need to know more about what I'm actually teaching. If you're going to
evaluate me on it. And you don't know the content, you know, you don't know this, you
don't know what's required to be taught yourself. You don't understand the language or
the topic or whatever I'm teaching. You don't have a great knowledge of it, but you
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you're coming in evaluating me on teaching it. You need to know. (personal
communication, September 1, 2021)
Feedback due to administrators’ content knowledge was a concern for teachers. Allison
expressed that
if they don't know what it is that we're doing or supposed to be doing, or how can they
effectively give us feedback. How are they gonna give you feedback? In my case, you
know, self-contained sped, they don't even want to walk into my room, let alone
understand what it is we're doing. (personal communication, September 3, 2021).
Allison also shared that “in order for us to get better, they should have a better understanding of
what it is that we're doing to provide more enriching feedback” (personal communication,
September 3, 2021). Leah stated, “I guess I would say from, for example I guess I haven't had
anybody that was really knowledgeable about it, so they didn't really provide much feedback
because they weren't really familiar with the content” (personal communication, September 21,
2021). Priscilla agreed with several of the teachers concerning the administrators’ content
knowledge.
I think it would be hard to give a veteran teacher if you will feedback in an area that you
have no knowledge of. So, I think it's important that they do have knowledge of the
content that they're evaluating. (personal communication, September 24, 2021)
One teacher was torn between the two viewpoints.
Sometimes the administrator does have a background. And so, they're able to provide
specific details on what could have been done, what should have been done or how it, it
can be improved. And then on the flip side, sometimes an administrator does not have
any background knowledge, so they may not understand why a specific topic or subject
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has been taught a certain way. So, I think as the observer, the administrator needs to
understand that sometimes some things are just after their bounds. For instance, if you
have an administrator with a background in social studies or ELA, they walk into a math
class, they may not understand the technique or the strategy that the teacher is using or
why they're choosing to do that. So, if it's something that they think is negative before
they mark it as negative or notate it as negative, they need to ask for further explanation.
(Krysta, personal communication, September 14, 2021)
Pedagogical practices was a factor stated by teachers surrounding administrators’ content
knowledge. Two teachers felt that an administrators’ content knowledge does not have an
impact on the teacher evaluations. Kraig shared that
I think an administrator should be able to tell good teaching whether it's in the content
that they are certified in or any content. Good teaching is good teaching. And an
administrator should be seasoned enough, or administrators should be to the point where
they, they know what good teaching looks like and know what strategies look like. That's
outlined in the, actually the TKES the TKES platform. They give you some, some look
fors or some samples as well. And those, if you're familiar with those, then I do think
that, you know, the teacher, I mean, the administrator or the evaluator does not really
have to be certified in that content area in order to give effective feedback. (personal
communication, September 10, 2021)
“They don't have to know my content to know if I'm teaching it right. I don't think that plays a
role. They just evaluate me to make, you know, to know that I am, you know, following the
protocol.” (Judy, personal communication, September 28, 2021) The commentary above
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represented the participants’ perspective of how an administrators’ content knowledge impacts
the feedback teachers received during teacher evaluations.
Theme 5: Challenges of evaluation
Teacher participants shared their perspectives about the challenges of teacher evaluations.
Questions from the Teacher Interview Protocol (Appendix I) used to probe administrators about
the challenges of teacher evaluation. Table 25 displays four subthemes that emerged from their
responses based on the frequencies of references related to each.
Table 25
Subthemes related to Challenges of Teacher Evaluations
Subtheme: Challenges of Teacher Evaluations
Administrator’s understanding of teacher evaluations
Bad day (teacher or administrator)
Performance anxiety

Frequency
12
3
2

Several challenges were shared by teachers during the interviews. The top challenge
among teachers was administrator’s understanding of teacher evaluations.
If I'm not given any feedback whether it's good or bad, then I'm just kinda in limbo. I'm
just kind of saying, okay, oh, I see my ratings on this, but I need to know what I can do to
improve. Cause I want to, you know, I want to improve, I want to be the best teacher.
So, I think that just not giving feedback giving a rating, not giving feedback and, and not
challenging a teacher as relates to what he or she can do better or giving some ideas on
what he or she can do better to make that person a better teacher. (Kraig, personal
communication, September 10, 2021).
Leah explained that her challenges with teacher evaluations as
some challenges I have experienced from teacher evaluations would be not having a clear
understanding as far as the rating. So, for example, the rating would say one thing and
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the administrators would have a vague or no knowledge or explanation to try to explain
what they're looking for. So, I don't know that I say it right, but basically the standard
will be asking for one thing and the administrators would not know what exactly they're
looking for. So, they rated you on it and you ask for clarification from the score. They're
not able to tell you exactly what they use to rate that rating. (personal communication,
September 21, 2021)
Serena expressed her frustration with the administrator’s understanding as
the fact of them [administrators] coming in and giving you or assessing you in what
they're assessing you on, doesn't make sense? Well, let's say give you a two in an area….
And have nerve to tell you that ‘I got to give it to you. Because I'm giving everybody a
two in this area.’ Why lump me with everybody else? (personal communication,
September 14, 2021)
Bad day for teachers or administrators was factor presented by teachers as another
challenge to teacher evaluations. Sahira expressed her opinion about administrators evaluating
during teacher bad days.
It really helps when the admin understands and if they come in and see that, you know,
the class has a bad situation that day, they just say, okay, I'm gonna come again later.
That kind of gives a positive feeling that, Hey, thank you for understanding and saying
that you will come back later. We had that only one time or one or two principals of all
these principals we had. But the rest of the years they just came in and said, like, I'm a
watch what you'll do in this particular situation. And I really didn't like that. (personal
communication, September 24, 2021)
Mallory shared that
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I received a bad evaluation for an area. And it was not, and I felt it was not a fair
judgment of what was going on in the classroom. And I was able to challenge it and it
was after a day or two. And then I did have the opportunity where I was able to come
back and have sit down with that administrator and she changed it. And she actually said
to me that she was in a bad mood that day. (personal communication, September 21,
2021)
Performance anxiety was a factor that emerged during the teacher interviews as a
challenged of teacher evaluations. Krysta also shared her perspective on this challenge.
Just as some of the students probably have experienced. I'm not good with performance.
I'm good with being I'm in my zone when I'm in my classroom, but I get performance
anxiety with anybody outside of me and my students are in my room. And sometimes no
matter how well I've planned the lesson, when I feel like I'm being watched and critiqued,
then it can affect my performance as a teacher. The student may not receive the same
level of instruction. It may not be as well thought out or is as well delivered as I had
planned on it being. Because I was more concerned about a grade or somebody else's
opinion versus whether I was delivering the lesson to the students and getting good
feedback and giving and delivering the information to them in a clear way. (personal
communication, September 14, 2021)
The commentary above represented the participants’ perspective of the challenges of teacher
evaluations.
Theme 6: Benefits of evaluation
Benefits of teacher evaluation was shared by teachers during their interviews. Questions
from the Teacher Interview Protocol (Appendix I) used to probe administrators about the
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benefits of teacher evaluation. Table 26 displays three subthemes that emerged from their
responses based on the frequencies of references related to each.
Table 26
Subthemes related to Benefits of Teacher Evaluation
Subtheme: Benefits of Teacher Evaluations
Teacher growth/ pedagogical practices
Feedback
Student achievement

Frequency
13
7
5
3

Appreciation/ recognition

2

Preconference with administrator

Teacher growth and pedagogical practices emerged as a benefit of teacher evaluations.
Gilbert shared that when the evaluators inform them of what they are looking for
the main benefit is that it has helped me to do differentiation in some other things to
differentiate in classes. Because I know when the evaluator come in, they are looking for
that. You know, they tell you, okay, well, this is what I was looking for. He didn't see it.
Well, this is the way you are going to, if you want to differentiate this particular thing,
this is the way you have to do it. And also, it helps me to like, especially closing the
lesson. It has helped me a lot, the evaluation, how you close the lesson before the
children leave. So that that's something positive. (personal communication, September
21, 2021).
Kraig also explained how the teacher evaluations have helped him grow as a teacher.
With my teacher evaluation, it gives me a goal to shoot for as it relates to what the selfassessment does for me. It gives me a goal that I want to shoot for that particular school
year. And it lets me know that if I'm on track with my evaluations, it lets me know if I'm
on track to meet in my goal. (personal communication, September 10, 2021).
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Krysta also shared how her evaluations helped her to grow.
When an evaluator shows me a weakness, I use that as a personal goal for growth to
make sure the next time, next time around. I've not, not only done that, but worked hard
at trying to perfect whatever that is, whatever that issue is, a weakness that's been brought
to my attention. (personal communication, September 14, 2021)
Sheila shared the impact the student evaluation portion of the teacher evaluation helped her to
grow as well.
It's helped me to grow. I mean, there's an aspect of it where the factor in even the
thoughts of the students, and I can remember doing an evaluation one year and the
students had to evaluate me, and they said that the course wasn't challenging. And I was
like, how, of course is it? Oh, I had to go and work on it because I'm like, okay, I don't
want to be challenging to the point where they don't get it and, you know, they fail it, but
I want it to be challenging that, you know, the expectations of high so that they can
perform when they're out of school. So that that was one of the things I think they kind
of took me back, but even just getting the evaluation to say, I really take in the input, you
know, any input that I'm given, I try to take in that input and use it to grow. (personal
communication, September 10, 2021)
Receiving effective feedback was shared as a benefit of teacher evaluations by teachers.
Kraig explained that receiving “effective feedback, I was able to go and make some changes in
my classroom instruction. And by making those changes, I saw where I was a more effective
teacher.” (personal communication, September 1, 2021) Judy also believed that feedback was a
benefit of teacher evaluations.
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It impacts instruction because the feedback that I get, I go home and, you know, take it,
and break it down. I go home and break down the evaluation myself. After I've talked to
an administrator and look at it from their point of view to take it back to instructing my
students. (personal communication, September 28, 2021)
Linda share “it helps me like what I need to improve, what I did good or what I need to improve”
(personal communication, September 17, 2021).
Several teachers mentioned appreciation and recognition as a benefit of teacher
evaluations. Kraig shared “if the teacher's feeling good and doing a is effective, then the key is
the enthusiasm will spill over to the kids” (personal communication, September 10, 2021). Brad
agreed that the appreciation impacts instruction. “They make me enthusiastic in the classroom.
They make me feel good about what I'm trying to impart…. That makes me proud, and it makes
me try harder.” (personal communication, September 1, 2021)
Conducting a preconference with administrators was a factor shared during teacher
interviews. Mallory shared,
The benefit is to keep me on task. It keeps me abreast of what's going on. And like I
said, the very last one we had recently where we actually had a sit down with principals
and we were able to actually talk about face-to-face the instruction. I think that better
prepared the principal for what to see and what the expectations were to happen or take
place in the classroom. And I really enjoyed that, and I feel like that's something that was
a fair situation for the teacher. So, the day they come and, and if that wasn't going on,
then that was on the teacher that day. But I feel like it enlightened the principal on what,
what the expectation was and what the learning was for the week, because oftentimes you
don't have that full knowledge if you don't know the content. So, I think that really
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helped sitting down and having that pre-conference with, with principals, and this is
something they actually put in place last year. And I thought that was a good thing.
(personal communication, September 21, 2021)
The commentary above represented the participants’ perspective of the benefits of teacher
evaluations.
Results
Data from the participant demographic questionnaires, teacher semi-structured
interviews, and administrator semi-structured interviews were triangulated. Twelve themes were
developed by the researcher during the analysis of the data. These themes provided the findings
for the study by revealing administrators’ and teachers’ perception of the impact teacher
evaluations have on classroom instruction. Findings were arranged by research questions to
separate the administrator perceptions from the teacher perceptions of the impact teacher
evaluations have on classroom instruction.
Six themes emerged for Research Question 1, which probed administrator participants’
perceptions of the impact teacher evaluations have on classroom instruction. The six themes
were (1) purpose of evaluation, (2) participants’ understandings of the evaluation process, (3)
impact of evaluation on classroom instruction, (4) administrators’ content knowledge, (5)
challenges of evaluations, and (6) benefits of evaluation. The first two themes, purpose of
evaluation and participants’ understanding of the evaluation process, provided the researcher
information relevant to the administrators’ perceptions of why teacher evaluations were
conducted and the administrators’ understanding of the evaluation process. The greatest
frequency of responses (7) for the theme purpose of evaluation revealed administrator
perceptions that the purpose of evaluations was measuring and monitoring teacher effectiveness.
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Four responses communicated a perception that evaluations were for identifying teacher needs.
The greatest frequency of responses (7) for the theme participants’ understanding of the
evaluation process indicated that administrators referenced the training received on the process,
while two responses revealed administrators’ perceptions of their understanding of the evaluation
process was to improve education.
The theme of impact of evaluation on classroom instruction illustrated administrators’
perceptions about the impact teacher evaluations have on classroom instruction. The highest
frequency of responses (16) demonstrated that effective feedback from teacher evaluations had
an impact on classroom instruction. Eight responses revealed that teacher evaluations impact
classroom instruction through teacher growth. Consequently, equal responses (6) for subthemes,
teachers view evaluations as punitive and timely feedback or lack of feedback, uncovered
administrators’ perceptions as an impact teacher evaluations have on classroom instruction.
Teacher support system was presented in administrators’ responses (5) as an impact of teacher
evaluations on classroom instruction. Administrators also indicated the following as factors
teacher evaluations have on classroom instruction: improved instructional practices (4), lack of
concern from teachers (3), and student achievement (3). An equal number of references (2) were
made relating to classroom learning environment, communicated expectations of evaluation
purpose, student engagement, and timing of evaluations.
The theme of administrators’ content knowledge expressed administrators’ perceptions of
how an administrators’ content knowledge impacts teacher evaluations and the feedback teachers
receive from the evaluations. The highest frequency of responses (6) related to pedagogical
practice and instruction. Administrators perceived that knowing how a lesson should be
executed and the strategies used is impactful. Evaluation preparation and feedback were equally
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shared responses (5) by administrators. An administrator’s preparation for the evaluation could
include previewing the lesson plans to have knowledge of what should happen during
instruction, what standards or objectives should be met, and what students should be doing.
Administrators shared that providing specific feedback regarding what was observed removes
subjectivity based on the administrators’ content knowledge.
In the next theme, administrators shared perceptions about the challenges of teacher
evaluations. The highest frequency of responses (6) communicated by administrators was time.
Finding a time balance between teacher evaluations and other duties was evident in most
responses. Feedback was a shared response (3) by administrators as a challenge of teacher
evaluations. Providing adequate, appropriate, and timely feedback will impact classroom
instruction. Non-receptive teachers and teacher preparation for instruction were responses (2)
equally mentioned by administrators. Not accepting the feedback or being prepared to deliver
the instruction to students were challenges viewed by administrators.
The final theme from the administrators’ perceptions was the benefits of teacher
evaluations. The largest frequency of responses (7) shared by administrators was teacher growth
and implementation of feedback. Administrators revealed that when teachers applied the
feedback provided the teachers became stronger in certain areas of instruction. Two responses
indicated student achievement as a benefit of teacher evaluations.
Six themes emerged for Research Question 2, which probed teacher participants’
perceptions of the impact teacher evaluations have on classroom instruction. The six themes
were (1) purpose of evaluation, (2) participants’ understandings of the evaluation process, (3)
impact of evaluation on classroom instruction, (4) administrators’ content knowledge, (5)
challenges of evaluations, and (6) benefits of evaluation. The first theme purpose of evaluation
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provided the researcher information relevant to the teachers’ perceptions of why teacher
evaluations were conducted. The greatest frequency of responses (13) revealed teachers’
perceptions that the purpose of evaluations was teacher effectiveness and delivery of instruction.
Professional development & needs improvement and student achievement were responses (3)
equally shared by teachers as purposes for teacher evaluations. Teachers also communicated
professionalism, providing feedback, and teacher growth equally in responses (2) related to the
purpose of teacher evaluations.
The next theme participants’ understanding of the evaluation process displayed the
teachers’ understanding of the evaluation process. The greatest frequency of responses (8) for
the theme participants’ understanding of the evaluation process indicated that teachers referenced
the criteria or standards and expectations. Four responses were made that related teacher growth
as a part of teachers’ understanding of the teacher evaluation process. Teaching strategies was
indicated as a response three times by teachers as a factor for teachers’ understanding of the
evaluation process.
The theme of impact of evaluation on classroom instruction illustrated teachers’
perceptions about the impact teacher evaluations have on classroom instruction. The highest
frequency of responses (19) demonstrated that feedback from teacher evaluations had an impact
on classroom instruction. Sixteen responses revealed that teacher evaluations impact classroom
instruction through teacher growth. The next highest frequency responses (11) indicated that
teacher effectiveness impacts classroom instruction. An equal number of references (7) for
subthemes, professional development or coaching and discouraged & disheartened, represented
teachers’ perceptions as an impact teacher evaluations have on classroom instruction.
Accountability, lack of feedback, and teachers view as punitive was presented in teachers’
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responses (5) equally as an impact of teacher evaluations on classroom instruction. Teachers as
performer was given as a response (3) by teachers.
The theme of administrators’ content knowledge expressed teachers’ perceptions of how
an administrators’ content knowledge impacts teacher evaluations and the feedback teachers
receive from the evaluations. The highest frequency of responses (14) related to an
administrator’s ability to properly evaluate teachers. Teachers shared that understanding the
content allows an administrator to accurately rate teachers on the standards and expectations for
the course. Feedback was shared by teachers as a response five times. Teachers commented that
providing specific feedback regarding the course and content would provide information to
teachers that would positively impact classroom instruction. The lowest frequency of responses
(2) related to pedagogical practice and instruction. Teachers perceived that administrators’
knowing how a lesson should be executed and the strategies used is impactful.
In the next theme, teachers shared perceptions about the challenges of teacher
evaluations. The highest frequency of responses (12) communicated by teachers was
administrators’ understanding of teacher evaluations. Teachers believed that administrators do
not always have a clear understanding of the standards and how to rate the standards presented
the greatest challenge of teacher evaluations. Providing adequate, appropriate, and timely
feedback will impact classroom instruction. Responses (3) for bad day (teacher or administrator)
was shared by teachers as a challenge of teacher evaluations. The lowest frequency of responses
(2) related to performance anxiety. Teachers explained that knowing they were being observed
or critiqued affected the instruction provided to students.
The final theme from the teachers’ perceptions was the benefits of teacher evaluations.
The largest frequency of responses (13) shared by teachers was teacher growth and pedagogical
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practices. Teachers explained that when administrators informed teachers of what they were
looking for teachers were able to grow and strengthen their practices. Seven responses revealed
that feedback was a benefit of teacher evaluations. Effective feedback allowed teachers to reflect
on their practices and make adjustments to improve their instruction and delivery in the
classroom. Five responses indicated student achievement as a benefit of teacher evaluations.
Teachers communicated appreciation or recognition as a response (3) for the benefit of teacher
evaluations. The lowest frequency of responses (2) related to participating in a preconference
with the administrator.
Findings
To address Research Question 1, the researcher conducted individual semi-structured
interviews with seven school- level administrators and utilized inductive coding to analyze
phrases and create themes using MAXQDA software. The researcher read the transcribed data
to understand how each administrator participant perceived the impact teacher evaluations have
on classroom instruction. During the analysis phrase of the study, the researcher highlighted
phrases and made notes within the MAXQDA program. The highlighted phrases were used to
create categories. The categories were grouped together based on their commonalities. These
commonalities allowed the researcher to identify common categories (subthemes) within the data
from the transcripts. The subthemes were utilized to identify themes throughout the data.
The themes created by the researcher were purpose of evaluation, participants’
understandings of the evaluation process, impact of evaluation on classroom instruction,
administrators’ content knowledge, challenges of evaluations, and benefits of evaluation. These
themes were used to code the interview responses school-level administrators identified related
to the impact teacher evaluations have on classroom instruction. From the themes, two
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subthemes were created for purpose of teacher evaluation (i.e., measuring and monitoring
teacher effectiveness, and identifying teacher needs), two subthemes were created for
understanding of the teacher evaluation process (i.e., training received on the process, and
improve education), twelve subthemes were created for impact of teacher evaluation on
classroom instruction (i.e., effective feedback, teacher growth, teachers view as punitive, timely
feedback or lack of feedback, teacher support system, improved instructional practices, lack of
concern from teachers, student achievement, classroom learning environment, communicated,
expectations of evaluation purpose, student engagement, and timing of evaluations), three
subthemes were created for administrators’ content knowledge (i.e., pedagogical
practices/instructional, evaluation preparation, and feedback), three subthemes were created for
challenges of teacher evaluations (i.e., time, feedback, non-receptive teachers, and teacher
preparation for instruction) and two subthemes were created for benefits of teacher evaluations
(i.e., teacher growth and implementation of feedback, and student achievement). The researcher
used the subthemes to explore the perceptions of school-level administrators concerning the
impact of teacher evaluations on classroom instruction. After the researcher organized the
subthemes with corresponding themes, the number of occurrences and percentages for each
theme and subtheme were calculated. The percentages were calculated by dividing the number
of occurrences by the total number of occurrences (N = 117). Table 27 displays the themes,
subthemes, totals, and percentages from administrator interviews.
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Table 27
Themes, subthemes, totals, and percentages from administrator interviews
Themes and subthemes
Purpose of teacher evaluation
Measuring and monitoring teacher effectiveness
Identifying teacher needs
Participants’ understanding of the teacher evaluation process
Training received on the process
Improve education

Total/Percentage
(N = 117)
11 (9%)
7 (6%)
4 (3%)
9 (8%)
7 (6%)
2(2%)

Impact of evaluation on classroom instruction
Effective feedback
Teacher Growth
Teachers view as punitive
Timely feedback or lack of feedback
Teacher support system
Improved instructional practices
Lack of concern from teachers
Student achievement
Classroom learning environment
Communicated expectations of evaluation purpose
Student engagement
Timing of evaluations

59 (50%)
16 (14%)
8 (7%)
6 (5%)
6 (5%)
5 (4%)
4 (3%)
3 (3%)
3 (3%)
2 (2%)
2 (2%)
2 (2%)
2 (2%)

Administrators’ content knowledge
Pedagogical practices/ Instructional
Evaluation preparation
Feedback

16 (14%)
6 (5%)
5 (4%)
5 (4%)

Challenges of evaluations
Time
Feedback
Non-receptive teachers
Teacher preparation for instruction

13 (11%)
6 (5%)
3 (3%)
2 (2%)
2 (2%)

Benefits of evaluations
Teacher growth and implementation of feedback
Student achievement
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9 (8%)
7 (6%)
2 (2%)

The researcher identified administrators’ perceptions about the purpose of teacher
evaluation (9%) and participants’ understanding of the teacher evaluation process (8%). From
the analyzed data, purpose of teacher evaluation was separated into two subthemes: measuring
and monitoring teacher effectiveness (6%) and identifying teacher needs (3%). The theme
participants’ understanding of the teacher evaluation process when analyzed was separated into
two subthemes: training received on the process (6%) and improve education (2%). Fifty
percent of the administrators’ perceptions were representative of the impact of evaluations on
classroom instruction. When sharing their perceptions on the impact of evaluations on classroom
instruction, administrators’ revealed effective feedback (14%), teacher growth (7%), teachers
view as punitive (5%), timely feedback or lack of feedback (5%), teacher support system (4%),
improved instructional practices (3%), lack of concern from teachers (3%), student achievement
(3%), classroom learning environment (2%), communicated expectations of evaluation purpose
(2%), student engagement (2%), and timing of evaluation (2%). The theme administrators’
content knowledge (14%) yielded three subthemes: pedagogical practices and instruction (5%)
evaluation preparation (5%), and feedback (4%). Administrators’ also shared challenges (11%)
and benefits (8%) related to teacher evaluations. Administrators encountered challenges such as
time (5%), providing feedback (3%), non-receptive teachers (2%), and teachers being prepared
for instruction (2%). Benefits of teacher evaluations based on administrators’ perceptions were
teacher growth and implementation of feedback (6%), and student achievement (2%).
To address Research Question 2, the researcher conducted individual semi-structured
interviews with 15 teachers and utilized inductive coding to analyze phrases and create themes
using MAXQDA software. The researcher read the transcribed data to understand how each
teacher participant perceived the impact teacher evaluations have on classroom instruction.
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During the analysis phrase of the study, the researcher highlighted phrases and made notes
within the MAXQDA program. The highlighted phrases were used to create categories. The
categories were grouped together based on their commonalities. These commonalities allowed
the researcher to identify common categories (subthemes) within the data from the transcripts.
The subthemes were utilized to identify themes throughout the data.
The themes created by the researcher were purpose of evaluation, participants’
understandings of the evaluation process, impact of evaluation on classroom instruction,
administrators’ content knowledge, challenges of evaluations, and benefits of evaluation. These
themes were used to code the interview responses teachers identified related to the impact
teacher evaluations have on classroom instruction. From the themes, six subthemes were created
for purpose of teacher evaluation (i.e., teacher effectiveness & delivery of instruction,
professional development & needs improvement, student achievement, professionalism, provide
feedback, and teacher growth), three subthemes were created for understanding of the teacher
evaluation process (i.e., criteria (standards) & expectations, teacher growth, and teaching
strategies), nine subthemes were created for impact of teacher evaluation on classroom
instruction (i.e., feedback, teacher growth, teacher effectiveness, professional development or
coaching, discouraged & disheartened, accountability, teachers view as punitive, and teacher as
performer), three subthemes were created for administrators’ content knowledge (i.e., properly
evaluate, feedback, and pedagogical practices and instruction), three subthemes were created for
challenges of teacher evaluations (i.e., administrator’s understanding of teacher evaluations, bad
day (teacher or administrator, and performance anxiety) and five subthemes were created for
benefits of teacher evaluations (i.e., teacher growth and pedagogical practices, feedback, student
achievement, appreciation/recognition, and preconference with administrator). The researcher
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used the subthemes to explore the perceptions of teachers concerning the impact of teacher
evaluations on classroom instruction. After the researcher organized the subthemes with
corresponding themes, the number of occurrences and percentages for each theme and subtheme
were calculated. The percentages were calculated by dividing the number of occurrences by the
total number of occurrences (N = 189). Table 28 displays the themes, subthemes, totals, and
percentages from administrator interviews.
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Table 28
Themes, subthemes, totals, and percentages from teacher interviews
Themes and subthemes
Purpose of teacher evaluation

Total/Percentage (N = 189)
25 (13%)

Teacher effectiveness & delivery of instruction

13 (7%)

Professional development & needs improvement

3 (2%)

Student achievement

3 (2%)

Professionalism

2 (1%)

Provide feedback

2 (1%)

Teacher growth

2 (1%)

Participants’ understanding of the teacher evaluation process

15 (8%)

Criteria (standards) & expectations

8 (4%)

Teacher growth

4 (2%)

Teaching strategies

3(2%)

Impact of evaluation on classroom instruction

75 (40%)

Feedback

19 (10%)

Teacher growth

16 (8%)

Teacher effectiveness

11 (6%)

Professional development or coaching

7 (4%)

Discouraged & disheartened

7 (4%)

Accountability

4 (2%)

Lack of feedback

4 (2%)

Teachers view as punitive

4 (2%)

Teacher as performer

3 (2%)

Administrators’ content knowledge

27 (14%)

Properly evaluate

14 (7%)

Feedback

11 (6%)

Pedagogical practices and instruction

2 (1%)

Challenges of evaluations

17 (11%)

Administrators’ understanding of teacher evaluations

12 (6%)

Bad day (teacher or administrator)

3 (2%)

Performance anxiety

2 (1%)

Benefits of evaluations

30 (8%)

Teacher growth/ pedagogical practices

7 (4%)

Feedback

7 (4%)

Student achievement

7 (4%)

Appreciation/ recognition

7 (4%)

Preconference with administrator

2 (1%)

133

The researcher identified teachers’ perceptions about the purpose of teacher evaluation
(13%) and participants’ understanding of the teacher evaluation process (8%). From the
analyzed data, purpose of teacher evaluation was separated into six subthemes: teacher
effectiveness & delivery of instruction (7%), professional development & needs improvement
(2%), student achievement (2%), professionalism (1%), provide feedback (1%), and teacher
growth (1%). The theme participants’ understanding of the teacher evaluation process when
analyzed was separated into three subthemes: criteria (standards) & expectations (4%), teacher
growth (2%), and teaching strategies (2%). Forty percent of the teachers’ perceptions were
representative of the impact of evaluations on classroom instruction. When sharing their
perceptions on the impact of evaluations on classroom instruction, teachers revealed feedback
(10%), teacher growth (8%), teacher effectiveness (6%), professional development or coaching
(4%), discouraged & disheartened (4%), accountability (2%), lack of feedback (2%), teachers
view as punitive (2%), and teacher as performer (2%). The theme administrators’ content
knowledge (14%) yielded three subthemes: properly evaluate (7%), feedback (6%), and
pedagogical practices and instruction (1%). Teachers also shared challenges (11%) and benefits
(8%) related to teacher evaluations. Teachers encountered challenges such as administrators’
understanding of teacher evaluations (6%), bad day (teacher or administrator) (2%), and
performance anxiety (1%). Benefits of teacher evaluations based on teachers’ perceptions were
teacher growth/pedagogical practices (4%), feedback (4%), student achievement (4%),
appreciation/recognition (4%), and preconference with administrator (1%).
Summary
In this chapter, the researcher reported the findings from the demographic questionnaire
and the semi-structured interviews containing the participants’ perceptions on the impact teacher
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evaluations have on classroom instruction. The finding was separated by research question to
distinguish between school-level administrators’ and teachers’ perceptions. The researcher
categorized the qualitative interview data into six themes for both school-level administrators
and teachers. The themes were divided into coded subthemes based on the administrators’ and
teachers’ perceptions independently. The themes and subthemes from the analysis of data were
communicated using direct quotations from the participants and frequency tables. In Chapter V,
the researcher analyzed the research findings, revealed limitations of the study, provided
recommendations for future studies, identified implications of the study, and connected the
finding with the literature in Chapter II.
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Chapter V: Discussion
Summary of the Study
The purpose of this qualitative study was to explore the perceptions of school-level
administrators and teachers of the impact teacher evaluations have on classroom instruction
using an instrumental case study. Teacher evaluations are a part of the teaching profession that
both teachers and school-level administrators participate in to determine and improve teacher
effectiveness. Chapter I provided background information regarding the importance of effective
teacher evaluation. The impact of teacher evaluations reaches beyond the evaluation rating the
administrators assign and teachers receive.
Chapter II outlined the history of teacher evaluations in the United States. A timeline of
evaluating education from the National Commission on Excellence in Education established by
T. H. Bell, Secretary of Education to Every Student Succeeds Act (ESSA). The evolution of
Georgia’s teacher evaluation system was examined. Senge’s (1990) personal mastery theory was
the theoretical framework grounded in the current study. Furthermore, Chapter II included
literature related to areas of teacher perceptions of teacher evaluations, administrator perceptions
of teacher evaluations, and the impact of evaluations on instruction. The literature review
provided a framework for the current study’s methodology, which is outlined in Chapter III.
Chapter III presented the research design, setting, participant population and sample,
instrumentation, methodological assumptions, limitations, ethical assurances, negotiating access,
and data collection. The chapter outlined the process for an instrumental case study. A
purposive sample of fifteen public school teachers in grades K-12 and seven public school
school-level administrators were used as participants in the study. Semi-structured interviews
were conducted to explore the thoughts, values, beliefs, feelings, and practices of the
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participants. Instrumentation for the current study included a demographic questionnaire and
interview protocols. The basis of the methodological assumptions were the researcher’s role and
trustworthiness. A facilitator was used to conduct virtual interviews using Google Meet.
Interviews were transcribed using MAXQDA and shared with participants for member checking.
Lastly, limitations were outlined in Chapter III.
The structure for Chapter IV was provided by themes that were revealed from responses
to questions from the interview protocols. The interview transcripts were coded, and thematic
analysis was completed. Data from the demographic questionnaire was analyzed as well.
Research Question 1, “What are the perceptions among K-12 school-level administrators
regarding the impact teacher evaluations have on instruction?” and Research Question 2, “What
are the perceptions among K-12 teachers regarding the impact teacher evaluations have on
instruction?” Both revealed findings that yielded six major themes:
1. Theme 1: Purpose of teacher evaluation
2. Theme 2: Participants understanding of the teacher evaluation process
3. Theme 3: Impact of evaluation on classroom instruction
4. Theme 4: Administrators’ content knowledge
5. Theme 5: Challenges of evaluations
6. Theme 6: Benefits of evaluations
These themes were determined to be most important to describe and communicate the schoollevel administrators’ and teachers’ perceptions as set out by the research questions.
Analysis and Discussion of Research Findings
Data analysis included responses from semi-structured interviews and the demographic
questionnaire. Teacher responses were from the semi-structured interviews of the 15 teacher
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participants who met the inclusion criteria for the study. School-level administrator responses
were from the semi-structured interviews of the seven administrators who met the inclusion
criteria for the study. The interviews were recorded using the Google Meet application and
transcribed using MAXQDA. After transcriptions, the transcripts were analyzed using thematic
analysis. Six major themes were identified and were reflective of the school-level administrator
participants’ perceptions concerning the impact teacher evaluations have on classroom
instruction. Data from Research Question 1 and Research Question 2 were analyzed
independently and communicated below based on theme.
Research Question 1: What are the perceptions among K-12 school-level administrators
regarding the impact teacher evaluations have on instruction?
Research Question 2: What are the perceptions among K-12 teachers regarding the
impact teacher evaluations have on instruction?
Theme 1: Purpose of teacher evaluation
When participants were asked to describe the purpose of teacher evaluations, many of the
school-level administrators described the purpose of teacher evaluations as a means to measure
and monitor teacher effectiveness. The literature showed that administrators felt that the
evaluation system was a useful tool for teacher effectiveness (Junor-Carty, 2017). Furthermore,
Kraft and Gilmour (2016) reported administrators expressed that utilizing the evaluation rubric
provided a framework for common language and understanding of evaluations. Teachers also
described the purpose of teacher evaluations as a way to measure teacher effectiveness and
delivery of instruction. Additionally, administrators and teachers believed that identifying
teacher needs for improvement as a purpose for teacher evaluations. Teacher participants

138

communicated student achievement, professionalism, providing feedback, and teacher growth as
other purposes of teacher evaluations.
Theme 2: Participant’s understanding of the teacher evaluation process
Training received on the evaluation process, and expectations or standards were shared
most frequently by participants in their responses concerning their understanding of the teacher
evaluation process. All administrator participants mentioned the training they received to
effectively and adequately evaluate teachers. Likewise, teacher participants shared that the
expectations or standards by which they would be evaluated was reviewed and explained at the
beginning of the school year. For example, Maya and Kacar (2018) found that teachers
recommended that criteria for teacher performance should be clearly outlined. Clarity of purpose
and benefit of the teacher evaluations would help teachers improve their personal and
professional development. This belief aligns with Senge’s (1990) theory of personal mastery.
When people are given clear expectations and provided feedback towards those expectations,
they will apply the information in order to improve. In fact, four teachers expressed their
understanding of the teacher evaluation process as an opportunity for teacher growth. Two
administrator participants also conveyed that the teacher evaluation process is to be utilized to
improve education. Along that same thought process, three teacher participants stated that the
teacher evaluation process is to help provide teachers with teaching strategies for classroom
instruction.
Theme 3: Impact of evaluation on classroom instruction
The theme, impact of evaluation on classroom instruction, produced the largest
percentage of responses from both administrators (50%) and teachers (40%). The number one
and number two responses for the impact of evaluations on classroom instruction from
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administrators and teachers were feedback and teacher growth. Administrator participants
believed that feedback was necessary to help teachers grow and to improve instruction which,
ultimately will impact student achievement. Research showed that administrators felt the
evaluation systems was an effective and useful tool for evaluating teacher effectiveness and
providing feedback (Junor-Carty, 2017; Kraft & Gilmour 2016). Teacher participants in the
current study shared that feedback gives insight to help teachers make necessary adjustments.
Take the case of Junor-Carty’s (2017) study, teachers felt that during their lesson planning,
feedback from administrators helped them plan their lessons more effectively. Although this
may be true, Pyle (2018) found that some teachers expressed that the feedback was timely;
however, without the necessary support from administrators the feedback did not impact the
teachers’ instructional practices. Administrators who utilize feedback to assist teachers in their
growth are applying the components of personal mastery. Personal mastery focuses on
continuous improvement by moving past a person’s knowledge base, understanding, and talents
(Senge, 1990). Administrator and teacher participants in the current study expressed concerns
regarding timely feedback or the lack of feedback had an impact on classrooms instruction. The
literature revealed feedback necessary to make a meaningful impact on student learning was not
always delivered to teachers in a timely or supportive manner (Mette et al., 2017). Teachers
indicated that timely feedback allowed them to use the feedback to impact their students’
learning (Junor-Caty, 2017; Maya & Kacar, 2018; Reddy et al, 2018). Teacher participants in
the current study articulated that without feedback, teachers are not able to correct or change
things that are not having a positive impact on their students’ learning and “at the end of the day
it will be the kid’s loss” (Leah, personal communication, September 21, 2021). The theory of
personal mastery supports providing teachers with feedback so teachers can utilize the feedback
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from evaluations to improve their competence and skills that may have a greater impact on
student achievement.
Teacher support systems or coaching and professional development were voiced by both
administrator and teacher participants as having an impact of teacher evaluations on classroom
instruction. Without reservation, one administrator participant noted that more time should be
given to teachers to work with academic coaches. Administrator participants believed that
teachers need to know that they are not alone, and administrators are there to partner with them
and support them in their growth. Despite their best efforts, some teacher participants stated
administrators oftentimes give generic feedback and offer little to not support to teachers. As
part of the teacher evaluation system in Georgia, teachers meet with administrators to discuss
their observations (Teacher Keys Effectiveness System, 2019). Teacher participants explained
that during these meetings a plan of action or next steps should be developed to help the teacher
grow. With a plan in hand, teachers should be able to reflect upon their practices and how they
can improve those practices to positively impact their students’ learning. Personal mastery
supports reflection of one’s goals and vision for success (Senge, 1990).
Theme 4: Administrators’ content knowledge
When asked about administrators’ content knowledge in relation to teacher evaluations,
school-level administrators and teachers shared the same frequency (14%) and ideas
(pedagogical practices, feedback, properly/preparedness to evaluate). Though the overall
frequency and ideas was the same, school-level administrators and teachers shared differing
perspectives as to which was most impactful. School-level administrators referenced
pedagogical practices most often. Several school-level administrators in the current study shared
pedagogical practices should be consistent regardless of the content. The literature revealed that
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the quality of feedback the teachers received was greatly dependent upon training of the
evaluator (Kraft & Gilmour, 2016). On the other hand, teachers in the current study referenced
administrators’ content knowledge necessary to properly evaluate a teacher most often. This
belief was referenced in the literature as well. Some principals believed that their own lack of
content knowledge impacted their ability to provide teachers with meaningful feedback (Kraft &
Gilmour, 2016; Pyle, 2018).
Theme 5: Challenges of evaluations
The theme, challenges of evaluation, produced the same percentage (11%) of responses
from both administrators and teachers. Administrators cited time and feedback as the greatest
challenges to teacher evaluations. Managing the day-to-day duties and responsibilities often left
little time to effectively observe and conference with teachers to provide feedback necessary to
positively impact classroom instruction. The literature revealed that although providing effective
feedback to the teachers was a common concern with many of the participants from the studies,
many of the principals expressed concerns with the support they received with the
implementation of the evaluation system and delivering effective feedback (Derrington &
Campbell, 2015; Kraft & Gilmour, 2016; Paufler, 2018). School-level administrators conveyed
non-receptive teachers (2%) and teachers’ preparation for instruction (2%) as challenges to
teacher evaluations.
Teachers expressed an administrator’s understanding of teacher evaluations as the
greatest challenge to teacher evaluation. Concerns from teachers included administrators not
understanding the components of the evaluation tool, and blanket rating to everyone in a specific
area. Derrington and Campbell (2015) found that as administrators became more familiar with
the evaluation process, effective implementation was easier. Teachers shared that a having “bad
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day” (2%) for teachers or administrators and performance anxiety (1%) are also challenges of
teacher evaluations.
Theme 6: Benefits of evaluations
When asked about benefits of teacher evaluations, school-level administrators and
teachers shared the same frequency (8%). Teacher growth, feedback, and student achievement
were mentioned most often by administrators and teachers. School-level administrators
explained that because of the feedback teachers receive administrators are able to see growth in
the teacher’s instruction. When teachers apply the feedback received from administrators and it
works, they become strong in certain areas. Several administrators shared their experience of
returning to a teacher’s classroom for a follow-up and seeing growth in the area feedback was
given and ultimately increasing student achievement. Teachers explained that based on the
feedback received, adjustments to instructional practices helped them to improve. In their
experiences, the teachers used the feedback to help themselves grow and reflect on the
instruction and use of different strategies to reach their students. Senge’s theory of personal
mastery (1990) provides a more value-based and intrinsic impact on an individual. Thus,
teachers who utilize the feedback from evaluations to improve their competence and skills may
have a greater impact on student achievement
Limitations of the Study
This study was conducted in three school districts in west-central Georgia. The
participants were selected using a purposive sample. The sample included K-12 public school
teachers who have participated in Georgia’s TKES evaluation process as well as K-12 public
school school-level administrators who have conducted evaluations utilizing the Georgia’s TKES
evaluation process. Teachers and school-level administrators participated in virtual interviews
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conducted by a facilitator. The researcher perceived that all participants expressed their honest
beliefs, experiences, and educational practices in the responses given during the interviews.
Additionally, the current study was limited to the administrators’ understanding and usage of the
TKES process in evaluating teachers. An equally important limitation is the teachers’
understanding of the TKES process and how their evaluation is affected by their teaching
process.
Implications of the Study
Research has shown that teacher evaluations have an impact on classroom instruction.
This study provided a description of school-level administrators’ and teachers’ perceptions of the
impact teacher evaluations have on classroom instruction. Based on the findings, one
implication for district leaders and school leaders would be the need to examine the time and
support given to school-level administrators to adequately and effectively conduct teacher
evaluations which," includes providing specific feedback to teachers. With all the day-to-day
duties and responsibilities, it is important that school-level administrators are instructional
leaders within their schools helping to make a positive impact on classroom instruction. The
interviews from the current study may provide insight to leaders regarding how to support and
prioritize school-level administrators as they evaluate teachers and provide support for classroom
instruction. The interview responses, literature reviewed, and data analysis illustrated a need for
helping school-level administrators find a more efficient and effective method of performing
teacher evaluations that provide feedback of substance to teachers.
Additionally, implications for state, district, and school leaders include the need to
consider the orientation process and information provided to teachers surrounding the teacher
evaluations. Teachers’ responses indicated they want to believe that the evaluator has a clear
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understanding of what should and should not be taking place within the classroom during
instruction, specifically their content. Providing teachers with examples or scenarios where the
evaluator may not be a content expert; however, the evaluator is able to appropriately evaluate a
teacher and provide meaningful feedback.
Recommendations for Future Research
The following recommendations pertain to state educational leaders, K-12 school district
leaders, school-level administrators, and teachers:
1. Research and school-level administrator perceptions have shown that administrators
need adequate time to effectively evaluate teachers and provide feedback to positively
impact classroom instruction.
2. Research and teacher perceptions have shown that teachers value specific and
effective feedback including next steps as part of the teacher evaluation process to
positively impact classroom instruction.
3. This case study was structured by criteria that allowed the researcher to provide rich
descriptions of experiences of school-level administrators and teachers in three westcentral Georgia public school districts. This study should be replicated in other
school districts throughout Georgia and across the nation utilizing each states’ own
evaluation system.
4. Although the participants in this study have utilized TKES during evaluations, the
responses from interview questions in this study reflected a need for a better
understanding on how administrators can adequately and effectively evaluate teachers
without being an “expert” in the course content. A plan for ongoing professional
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learning with school-level administrators and teachers for strategies or “look fors” is
recommended.
Dissemination of the Findings
The purpose of this qualitative case study was to describe school-level administrator and
teacher perceptions about the impact teacher evaluations have on classroom instruction. The
researcher sought to close the gap in literature based on the lived experiences of both teachers
and school-level administrators. The researcher sought to give voice to participants in an attempt
to inform school-, district-, and state-level leaders of how teachers and administrators perceive
the impact evaluations have on classroom instruction. A summary of the findings from this
study will be shared with the participants and the Superintendents of the districts included in the
study. This study will also be available in the Columbus State University’s library system.
Attempts will be made to publish the results in peer reviewed journals, as well.
Conclusion
The purpose of this qualitative study was to explore the perceptions of school-level
administrators and teachers of the impact teacher evaluations have on classroom instruction
using an instrumental case study. Teacher evaluations are a part of the teaching profession that
both teachers and school-level administrators participate in to determine and improve teacher
effectiveness. The literature review and data from the demographic questionnaire and semistructured interviews provided the researcher an opportunity to explore the perceptions of
school-level administrators and teachers on the impact teacher evaluations have on classroom
instruction. Conducting the study across three school districts allowed the researcher to gather a
diverse sampling of administrators and teachers. Participants included in the sample all met the
criteria outlined to participate in the study. The criteria requirements included administrators
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who previously evaluated a teacher using the TKES and for teachers who previously had been
evaluated using the TKES. Semi-structured interviews were conducted virtually via Google
Meet by a facilitator. After reviewing the literature and analyzing the data from the demographic
questionnaire and semi-structured interviews, conclusions were formed and communicated.
This study was guided by two research questions. The first research question was: What
are the perceptions among K-12 school-level administrators regarding the impact teacher
evaluations have on instruction? In answering this question, the researcher concluded that
school-level administrators need adequate training to provide effective feedback to teachers, and
time to effectively evaluate teachers. The second research question was: What are the
perceptions among K-12 teachers regarding the impact teacher evaluations have on instruction?
In answering this question, the researcher concluded that teachers need effective and specific
feedback from their teacher evaluations. After the completion of the study, the findings will be
presented to the superintendents of the participant school district to inform the leaders of
administrators’ and teachers’ perceptions. Based on the findings, professional learning and
ongoing support should be provided for administrators and teachers to improve administrators’
and teachers’ perceptions of teacher evaluations.
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Appendix B
Email sent to superintendents to solicit participants
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Good morning,
My name is Sabrina Stephens, a doctoral candidate in the Doctorate of Curriculum and
Instruction program at Columbus State University. I have designed a research study to explore
administrators' and teachers’ perceptions on the impact teacher evaluation has on classroom
instruction under the direction of Dr. Robert Waller. The focus of my study will be school-level
administrators and teachers from various school districts across the State of Georgia, and I would
really appreciate the contribution of your district. The study would include interviews with
teachers and school-level administrators to explore the impact their perceptions of teacher
evaluations have on instruction.
A report of the study results that offers information pertaining to the perceptions of the
administrators and teachers will be provided to your district for review upon completion of the
study. Confidentiality will be protected, and no identifying information will be used in the study.
In this report, combined responses from your district and/or school will be compared to those of
other schools like yours in Georgia. If you would like additional information on the study,
please email me at stephens_sabrina@columbusstate.edu.
I ask that you please respond to this email in the affirmative with a letter of cooperation,
on your district’s letterhead, if your school district will participate in the study. Thank you very
much in advance for your attention and your time. I look forward to hearing from you.
Thanks,
Miss Sabrina Stephens
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Appendix D
Email to District Contact
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Good morning,
Thank you for assisting me in completing my research study. Please copy the information below
into a new email and forward to all teachers and school-level administrators in your district.

Good morning,
My name is Sabrina Stephens, a doctoral candidate in the Doctorate of Curriculum and
Instruction program at Columbus State University. I have designed a research study to
explore administrators' and teachers’ perceptions on the impact teacher evaluation has on
classroom instruction under the direction of Dr. Robert Waller. I would like to conduct a
virtual interview to understand your perception on the impact teacher evaluation has on
classroom instruction. The interview will occur during non-instructional time and your
participation is voluntary. The interview will last approximately 30 minutes. Would you
be willing to participate in a qualitative research study? Your confidentially will be
protected, and no identifying information will be used in the study. If you would like to
participate, please click the link, and complete this Informed Consent form. A
Demographic Questionnaire will be included as part of the Informed Consent form. The
researcher will send an email to the email address provided in the Demographic
Questionnaire to schedule a mutually agreed upon time for the interview. An automatic
copy of your responses to the Informed Consent form and Demographic Questionnaire
will be emailed to you upon your submission.

Thank you for your time and consideration,
Miss Sabrina Stephens
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Good morning,
My name is Sabrina Stephens, a doctoral candidate in the Doctorate of Curriculum and
Instruction program at Columbus State University. I have designed a research study to explore
administrators' and teachers’ perceptions on the impact teacher evaluation has on classroom
instruction under the direction of Dr. Robert Waller. I would like to conduct a virtual interview
to understand your perception on the impact teacher evaluation has on classroom instruction.
The interview will occur during non-instructional time and your participation is voluntary. The
interview will last approximately 30 minutes. Would you be willing to participate in a
qualitative research study? Your confidentially will be protected, and no identifying information
will be used in the study. If you would like to participate, please click the link, and complete this
Informed Consent form. A Demographic Questionnaire will be included as part of the Informed
Consent form. The researcher will send an email to the email address provided in the
Demographic Questionnaire to schedule a mutually agreed upon time for the interview. An
automatic copy of your responses to the Informed Consent form and Demographic Questionnaire
will be emailed to you upon your submission.

Thank you for your time and consideration,
Miss Sabrina Stephens
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Appendix G
Demographic Questionnaire
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Demographic Questionnaire
1. What is your name? (Last name, first name)
2. What is your email address?
3. What is your gender?
• Female
• Male
• Nonbinary
4. Which of the following best describes your race/ethnicity?
• Asian or Pacific Islander
• Black or African American
• Hispanic or Latino
• Native American or Alaskan Native
• White or Caucasian
• Multiracial or Biracial
• A race/ethnicity not listed here
5. What is your highest degree level completed?
• Bachelor
• Masters
• Specialist
• Doctorate
6. What is your role/ position?
• Teacher
Skip to question 7
• Administrator (Principal or Assistant Principal) Skip to question 7
• Paraprofessional
Skip to section 5 (Thank you!)
• Academic /Instructional Coach
Skip to section 5 (Thank you!)
• Media Specialist
Skip to section 5 (Thank you!)
• Counselor
Skip to section 5 (Thank you!)
• Student Support Staff
Skip to section 5 (Thank you!)
• Other
Skip to section 5 (Thank you!)
TKES evaluation process
7. Have you participated in the TKES evaluation process?
• Yes, I am a teacher and have been evaluated using the TKES process.
Skip to question 8
• Yes, I am an administrator and have evaluated teachers using the TKES process.
Skip to question 11
• No, I have not participated in the TKES evaluation process.
Skip to section 4 (Thank you!)
Teacher Demographics
8. What was your pathway to teacher certification?
• Traditional (Four-year program through College of Education)
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• Georgia Teacher Academy for Preparation and Pedagogy (GaTAPP)
• Post-Baccalaureate or master’s degree program
• Troops to Teachers
• Other
9. How many years have you been a classroom teacher?
• 1-5
• 26-30
• 6-10
• 31-35
• 11-15
• 36-40
• 16-20
• 41+
• 21-25
10. How many administrators (principals or assistant principals have you been evaluated by?
• 1-5
• 21-25
• 26-30
• 6-10
• 11-15
• 31-35
• 36+
• 16-20
Administrator Demographics
11. How many years did you serve as a classroom teacher?
• 21-25
• 1-5
• 26-30
• 6-10
• 31-35
• 11-15
• 36+
• 16-20
12. What year did you receive your leadership certification?
__________________
13. How many years have you served as an administrator?
•
•
•
•
•
•
•
•

1-5
6-10
11-15
16-20
21-25
26-30
31-35
36+
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14. How many teachers do you evaluate per year?
•
•
•
•
•
•
•
•
•
•
•

1-5
6-10
11-15
16-20
21-25
26-30
31-35
36-40
41-45
46-50
51+

Thank you!
The current study will focus on teachers’ and administrators’ perceptions who have
utilized the TKES evaluation process. Your role/position is not classified as a teacher or
administrator for the purpose of the present study and/or you have not utilized the TKES
evaluation process. Thank you for your willingness to participate.
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Email to Schedule Interview Appointment
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Thank you again for agreeing to participate in my research study. As I mentioned in my
previous email, your confidentiality will be protected, and no identifying information will be
used in my research. My research focuses on the impact teacher evaluations have on classroom
instruction. I am specifically interested in how teachers’ and school-level administrators’
perceptions of teacher evaluations impact classroom instruction. As a participant in the study,
you will participate in an interview. Click on the link to select an appointment time for your
interview, Research Interview Appointment, that best fits your schedule. Please see the
directions below if you have questions about how to select your appointment slot. You will
receive a Google Meet invite to the email provided in the questionnaire before the session.
Directions to select appointment slot
1. Click the Research Interview Appointment link.
2. Select date for appointment. To change the calendar to another date, click the arrows at
the top left of the calendar.
3. Select a time that best fits your schedule from the appointment slots.
4. SAVE.
Please let me know if you have any questions. I can be reached
at stephens_sabrina@columbusstate.edu or at (229) 329-7107 after 4:00 pm.
Thank you so much for your support!
Miss Sabrina Stephens
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I am currently a doctoral student at Columbus State University, completing my dissertation,
“School-Level Administrator and Teacher Perceptions of the Impact of
Teacher Evaluations on Classroom Instruction.” As part of my research, I would like to conduct
an online interview session to collect teacher perceptions on the impact teacher evaluations have
on classroom instruction. Your participation is voluntary, and I would like to thank you for
agreeing to participate.
1. What is the purpose of teacher evaluations?
2. Do you feel you have a clear understanding of the teacher evaluation process? Please
explain.
3. Do teacher evaluations impact classroom instruction? If so, how?
4. Do you feel that your teacher evaluations have an impact on your classroom instruction?
Why or why not?
a. What aspect of the evaluation has the most impact on your classroom instruction?
b. What aspect of the evaluation has the least impact on your classroom instruction?
c. Are there other aspects from your evaluations that impact your classroom
instruction?
5. Should the administrators’ content knowledge of the course have an impact on the
implementation of feedback received during the evaluation? Why or why not?
a. Does an administrators’ content knowledge of the course impact how you apply
feedback from an evaluation? Please explain.
b. Are there other factors that you feel impact how you apply feedback from an
evaluation?
6. What are some challenges you have experienced from your teacher evaluations?
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a. How do those challenges impact instruction?
7. What are some benefits you have experienced from your teacher evaluations?
a. How do those benefits impact instruction?
8. Do you think administrators view the impact evaluations have on instruction differently
from teachers?
9. How do you think administrators view the impact evaluations have on classroom
instruction? Please explain.
10. Do you believe administrators think teachers use information from evaluations to change
their instruction in the classroom?
11. How do you think administrators think teachers use information from evaluations to
change instruction? Please explain.
12. Do you believe evaluations can have a negative impact on classroom instruction? Why
or why not?
13. Are you able to share an anecdote when an evaluation had a positive or negative impact
on classroom instruction?
14. Is there anything else you would like to share about the impact teacher evaluations have
on classroom instruction?
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Administrator Interview Protocol
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I am currently a doctoral student at Columbus State University, completing my dissertation,
“School-Level Administrator and Teacher Perceptions of the Impact of
Teacher Evaluations on Classroom Instruction”. As part of my research, I would like to conduct
an online interview session to collect administrator perceptions on the impact teacher evaluations
have on classroom instruction. Your participation is voluntary, and I would like to thank you for
agreeing to participate.
1. What is the purpose of teacher evaluations?
2. Do you feel you have a clear understanding of the teacher evaluation process? Please
explain.
3. Do teacher evaluations impact classroom instruction? If so, how?
4. Do you feel that the teacher evaluations you conduct have an impact on teachers’
instruction? Why or why not?
a. What aspect of the evaluation has the most impact on their classroom instruction?
b. What aspect of the evaluation has the least impact on their classroom instruction?
c. Are there other aspects from your evaluations that impact their classroom
instruction?
5. Should an administrators’ content knowledge of the course have an impact on the
implementation of feedback received during the evaluation? Why or why not?
a. Does your content knowledge of the course impact how teachers apply the
feedback you provide? Please explain.
b. Are there other factors that impact how teachers apply the feedback from your
evaluation?
6. What are some challenges you have experienced from conducting teacher evaluations?
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a. How do those challenges impact instruction?
7. What are some benefits you have experienced from conducting teacher evaluations?
a. How do those benefits impact instruction?
8. How do you think teachers view the impact evaluations have on classroom instruction?
9. Do you think teachers use information from evaluations to change their instruction in the
classroom? Please explain.
10. How do you believe teachers think administrators want them to use information from
evaluations to change instruction?
11. Do you think teachers view the impact evaluations have on instruction differently from
administrators? Please explain.
12. Do you believe evaluations can have a negative impact on classroom instruction? Why
or why not?
13. Are you able to share an anecdote when an evaluation had a positive or negative impact
on classroom instruction?
14. Is there anything else you would like to share about the impact teacher evaluations have
on classroom instruction?
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Email to Review Transcript for Member Checking
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Thank you for participating in my research. As a participant in the study, you will have a chance
to approve the transcript of your interview and make any changes that you deem necessary. This
process is known as member checking. Attached you will find a copy of the transcript from your
interview. Please review the transcript. If no changes are necessary, no further action
is required. If changes are necessary, please make the necessary changes and return to me via
email. All changes should be submitted within 20 days of this email. If you have any questions,
please feel free to contact me.

Thank you so much for your support!
Miss Sabrina Stephens
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